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Abstract
Effective parent teacher relationships (PTRs) have positive impacts on student academic
and social achievement; however, families of color often face barriers which limit their access to
these relationships. When barriers are removed and collaborative PTRs with families of color are
established, teachers can more effectively create culturally relevant experiences for students. The
purpose of this dissertation was to examine the experiences of teachers that have participated in
collaborative PTRs, with a focus on experiences that contributed to teachers’ abilities to establish
and maintain partnerships with families of color, and how teachers utilize the knowledge and
skills of families to benefit students. Through seven in depth qualitative interviews, White
teachers shared their experiences within high-quality PTRs with families of color. Analysis of
the data revealed themes in three categories. One category revealed that high-quality PTRs take
place when teachers have intercultural competence skills, engage in relational communication
practices, and effectively navigate conflict. Another category revealed benefits of a high-quality
PTR for students of color, which included teachers gaining more cultural awareness and creating
experiences that were more responsive to and reflective of the students in their classroom. The
third category provided teacher recommendations for school leaders, which included providing
experiences to prepare teachers, cultural and language support for families, and opportunities for
families. Based on the data revealed and analyzed in this study, it is evident that students of color
benefit from high-quality PTRs as teachers create culturally relevant social and academic
experiences for student in the classroom, and it is further recommended that school leaders
support high-quality PTRs by 1) preparing teachers for intercultural PTRs and 2) working to
remove barriers and create pathways for families of color to high-quality PTRs and FSP.
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Chapter One: Introduction
Introduction
What is it that makes partnerships between school staff and students’ families productive
in a manner that positively impacts student learning? Perhaps more important questions are, what
is getting in the way and how can school leaders work to remove those barriers? For many
families, common barriers often lead to conflict or avoidance of school (Lasater, 2016). Families
of color often face additional racial and cultural barriers to the school system and with school
staff (Baquedano-López et al., 2013; Ishimaru et al., 2016; Ratliffe & Ponte, 2018). What can
school leaders do to intervene and create a school that fosters productive partnerships between
staff and all families, in particular with families of color?
Even within an equity focused school district, I often witnessed the disconnect between
staff and families of color. A few years ago, I was presented with a sweet potato Comfort Pie to
acknowledge my work with students’ families. Rose McGee, the maker of the Comfort Pie and
community activist, hopes the community can have more empathy, respectful listening, and
understand that everyone has a valuable story (Melin, 2020). When I asked why I was selected
for this recognition, the answer was that I treat families and students from other cultures like they
belong, just like anyone else. Perhaps that can be translated to empathy, respectful listening, and
valuing everyone. Although the school district was dedicated to equity and had focused on racial
equity for several years, it seemed many families continued to experience and feel a lack of
empathy, unheard, and undervalued. Such negative experiences perpetuate barriers between
families and school (Baker et al., 2016). When barriers exist, families are less likely to be
engaged with school and their students lose out on the benefits of the family school partnership
(Baker et al., 2016).
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After receiving the Comfort Pie, I reflected on and paid closer attention to interactions
between school staff and families, especially when the interactions involved our families of
color. Some conflicts resolved effectively, while others remained unresolved and created or
perpetuated barriers between families and the school system. In addition, over time I have heard
staff members make comments that dismiss, demean, blame, or stereotype parents. On the other
hand, I have seen teachers connect with families in such a way that it opens opportunities to
better meet student needs within the classroom. It is this second group of teachers that have led
me to this study as I wonder what qualities and skills allow teachers to remove barriers for
families of color and engage in productive relationships. Further, I wonder how teachers utilize
their relationships with families of color to improve academic and social experiences for students
within the classroom.
Partnerships between home and school are important elements of a child’s academic and
social process in school (Epstein, 2018; Mapp et al., 2017). Unfortunately, many families of
color face barriers to the educational system and therefore their children may not receive all the
benefits of the family school partnership (Baquedano-López et al., 2013). In this chapter, I
introduce the problem of practice that this study will address. Following, I present the purpose
and significance of the study, a brief overview of the context of the study, my position as a
researcher, an overview of foundational literature, and definition of terms.
Problem Statement
The family school partnership (FSP) is an essential component of a child’s academic and
social progress. Benefits to the student include more accurate educational placement, higher
achievement in reading and math, and fewer behavior incidents (Arce, 2019; Epstein, 2018;
Henderson & Mapp, 2002; Mapp & Kuttner, 2013). Benefits for the family and teacher include
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an increase in self-efficacy and a greater sense of community. However, students and families of
color (FoC) are less likely to receive these benefits when systemic and belief barriers limit parent
access to the FSP (Ishimaru et al., 2016; Joshi et al., 2005; Yazdani et al., 2020). When barriers
persist, it often leads to conflict within or avoidance of the partnership, which then reinforce the
barriers (Lasater, 2016). Additionally, despite the research that indicates the importance of the
FSP, teachers rarely receive professional development opportunities which increase their skills in
navigating relationships with families (Epstein, 2018). Therefore, due to systemic and belief
barriers to the educational system that persist for FoC and due to a lack of teacher training which
allows them to effectively establish and maintain quality partnerships with families, it is evident
that students of color are less likely than their White peers to receive the benefits that come from
the FSP.
It is my assertion, together with others (Joshi et al., 2005; Ratliffe & Ponte, 2018;
Yazdani et al., 2020), that students of color can benefit from the FSP in ways beyond the
traditional benefits listed above. For students of color, an effective FSP could link home and
school cultures as school staff collaborate with families to understand the impact of race and
culture in education and work to transform educational practices to be racially and culturally
relevant for students. Currently, students of color enter the school system, which is rooted in
White middle-class beliefs and values and may be very different from their home culture
(Baquedano-López et al., 2013). Further, many educators, especially White educators, lack
experiences which allow them to recognize the role of race and culture in educational practices
(Sanders-Smith et al, 2019). This can be problematic due to the disparity in race and culture
between teachers and students as presented next.
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In 2018 in the United States, 79% of public-school teachers and 78% of public-school
principals were White, while only 47% of public-school students were White (NCES, 2021). In
contrast, 27% of students were Hispanic and 15% were Black, whereas only 7% of teachers were
Hispanic and 9% were Black (NCES, 2021). Minnesota, the location of this study, has a similar
disparity, with overall less diversity. In Minnesota, 94% of teachers identify as white (Minnesota
Department of Education, n.d.), while only 63% of students identify as white. Based on the
2016-2017 school year using federal categories, the racial makeup of students in Minnesota was
10.5% Hispanic/Latino, 1.7% American Indian/Alaska Native, 6.9% Asian, 11.6% Black or
African American, 0.1% Ocean Pacific Islander, 63.1% White, and 6.0% two or more races
(Minnesota Report Card, n.d.). Therefore, before students of color can fully access their
education, they must navigate the racial and cultural differences within the current school
system, which puts them at a disadvantage behind their White peers (Emdin, 2016). This
disparity also impacts interactions between families and school staff as different life experiences
lead to misunderstanding values, norms, and beliefs of one another (Sanders-Smith et al., 2019).
This study will not address, but it is nevertheless worth noting, that a large body of
research exists around the problem of practice which focuses on the need to train, hire, and retain
more teachers of color. There are numerous benefits for students of color that have teachers with
similar cultural backgrounds (Boser, 2011; Boser & Ahmad, 2014). From the lens of the FSP,
when teachers and parents have similar ethnicity, they are more aligned in their perceptions
(Yazdani et al., 2020) which can result in less barriers to the FSP for FoC. Based on research
about the perception and bias barriers that FoC face within the school system, it can be
concluded that an increase in teachers of color could reduce perception and bias barriers that FoC
face within the FSP. Although increasing teachers of color is one solution, this study will focus
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on the problem of practice that remains between White teachers and FoC through a specific
component of the FSP which is the Parent Teacher Relationship (PTR). Specifically, this study
will address the need to remove barriers for FoC and establish quality PTRs which benefit
student academic and social success. Next, I present the purpose of the study and the research
questions that will guide the study.
Study Purpose
The purpose of this study is to extend current literature on Parent Teacher Relationships
through the experiences of teachers and families of color within an equity focused school district
by understanding what contributes to teachers’ abilities to establish and maintain quality
relationships with families of color. For purposes of this study, elements of an equity focused
school district will include having at least one school that is racially identifiable (Office of the
Revisor of Statutes, 2015, 3535.0110 Definitions), has a Board approved Equity Policy which
explicitly mentions race, has documented professional development rooted in racial equity with
opportunities for all staff to participate, has identifiable best practices that benefit students of
color, has staff dedicated to equity, and has staff dedicated to family engagement. Additionally,
this study seeks to understand how teachers use what they learn through relationships with
family members to positively impact academic and social experiences for students of color.
Specifically, the purposes of this study are to:
●

Understand what influences White teachers’ abilities to establish and maintain
quality relationships with the families of their students of color;

●

Gain insight into how White teachers use what they learn through relationships
with FoC to positively impact student academic and social progress in school.
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●

Learn how parents experience quality relationships within schools that focus on
racial and cultural equity;

●

Gather recommendations from FoC on what school staff can do to more
effectively establish and utilize quality PTRs with FoC.

Three research questions guide the study which seek to reveal how White teachers and
FoC experience positive quality relationships that benefit students' experiences in school. The
research questions are:
1. Within an equity focused school district, what training or experiences do
elementary school teachers perceive as increasing their effectiveness in
establishing collaborative PTRs with families of color?
2. As reported by teachers and families of color, how have teachers used what they
learn within the PTR to transform their practices and create culturally relevant
experiences for students of color?
3. Within elementary schools that have equity goals, what recommendations do
families of color and teachers have for increasing the capacity of the PTR to
positively impact educational practices?
Significance of the Study
Although there are many components of creating effective family school partnerships
with families of color, this study will focus on the relationship between teachers and the parents,
guardians, or other close family members of their students of color. As I present in a later
chapter, quality partnerships with FoC depend on systemic removal of barriers that stem from
racial bias and prejudice that FoC have historically and presently face. As schools shift from
traditional practices of engaging and partnering with families, the school system should reflect
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practices which are collective, relational, and reciprocal (Ishimaru et al., 2016). Within the
context of this larger issue, this study will focus on one primary component of the FSP, and that
is the Parent Teacher Relationship (PTR). These relationships will be examined through the
individual experiences of teachers and parents. Through this study I hope to extend previous
research and contribute to the transformation of educational practices for students and families of
color in the following ways:
●

With understanding around what influences teacher ability to establish and
maintain a high-quality PTR with FoC, schools may effectively focus professional
development efforts;

●

With greater insight into how teachers use what they learn through PTRs with
FoC to positively impact student academic and social progress in school, these
practices can be transferred to other settings.

●

Hear how families of color experience quality relationships within equity focused
schools so these efforts can be extended or transferred;

●

Gain recommendations of what schools can do to more effectively engage
families of color and create collective, relational, and reciprocal (Ishimaru et al.,
2016) PTRs and FSPs.

In Chapter 4, I will examine and present evidence that addresses three of the four
purposes of this study. The fourth purpose, to hear from families about how they experience high
quality PTRs was not met due to limitations which are addressed in recommendations for
scholarship within Chapter 5. Related to the first purpose, the seven teacher participants had
unique influences, yet several common themes emerged that contributed to their success in highquality PTRs. As expected, based on literature presented in Chapter 2, each participant
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demonstrated effective communication and conflict management skills. Teachers also
demonstrated common beliefs which can remove perception and bias barriers that contribute to
deficit views of families. Further, all teachers discussed real life experiences and learning
opportunities that contributed to cultural awareness and their ability to positively connect with
people outside their race and culture. The second purpose was met as teachers demonstrated
relational and reciprocal collaboration with families. Findings will reveal that students of color
benefit from the PTR when teachers work collaboratively with families to share knowledge and
find solutions, understand family dynamics, learn about and address broader family needs, and
gain deeper cultural awareness of the individual family. Finally, teachers urged school leaders to
provide experiences that prepare teachers, cultural and language support for families,
opportunities for families to share knowledge and to connect with other families, and other
support. In Chapter 5, I will use these findings to further the following three overarching
arguments: 1) high-quality PTRs between teachers and FoC take place when teachers have had
opportunities to engage in diverse interactive experiences which foster intercultural competence,
engage in relational communication practices, and utilize effective conflict management skills 2)
students of color benefit from high-quality PTRs when White teachers learn from families and
create more relevant experiences for students. This can happen through relational and reciprocal
partnerships as teachers and family members share concerns and find solutions, teachers learn
about individual family dynamics and culture, teachers address broader family needs, and
teachers increase their cultural awareness and 3) school and district leaders can support highquality PTRs when they take actions to prepare teachers for intercultural PTRs, and target the
removal of barriers and create pathways to high-quality PTRs and FSPs for FoC.
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Research Site/Context and Participants
This study took place within an equity focused metropolitan school district in the
Midwest United States. Student population within this school district includes over 11,000
students. This site was selected due to its commitment to racial equity and its racially diverse
student body. Based on 2021 enrollment data, the district population of students includes 16.5%
Hispanic or Latino students, 30.4% Black or African-American students, 10.2% students of two
or more races, 6.1% Asian students, 36.2% White students, and .6% American Indian or Alaska
Native students. Through collaboration with administrators, I used purposeful sampling to select
teachers based on their experiences establishing and maintaining quality relationships with
families of color, and their ability to create experiences for students that are relevant to their race
and culture. Through collaboration with administrators, I also attempted purposeful sampling to
select family members. Families of elementary school aged children were to be selected based on
their willingness to participate and share their experiences within the school district. I also used
snowball sampling with teachers to gather additional participants. Through these methods I
effectively secured seven teacher participants who shared their experiences which answered the
questions of the study. However, due to limitations of a time bound study and factors related to
the global pandemic, I did not secure family member participants.
Position of Researcher
For well over a decade, my work has focused on equitable experiences for students, with
a focus on race and culture. My professional development experiences include Beyond Diversity
Training, multiple National Urban Alliance cohorts, Courageous Conversations, and Culturally
and Linguistically Responsive Pedagogy. In addition, several other experiences have contributed
to my understanding of racial and cultural impacts in education and in society. Each experience
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provided platforms to learn, reflect, and understand my own and other cultures. Within each
experience, I increased my ability to connect across cultures as I reflected on my beliefs,
assumptions, perspectives and biases, and examined differences within other cultures (Winters,
2020). I have learned to pay attention to and acknowledge my assumptions, perspectives and
bias, and consider others’ perspectives. I make a conscious effort within my work and my life to
respond with culturally sensitive integrity. Additionally, I position that I do not know all the
answers and continue to seek understanding around racial and cultural equity for students.
Major events impacted the progress of this study, a global pandemic and the racial
tensions following the death of George Floyd in Minneapolis. I was an elementary assistant
principal in a diverse metropolitan school district during the initial stages of determining this
study in the fall of 2019. For several years, I had intentionally worked collaboratively with others
to move racial and cultural equity work forward for the benefit of our students. Although I had
never received training in family partnerships or connected it as an intentional act of equity to
benefit students, I had spent several years building many trusting relationships with families of
color.
As I grappled with the gravity of this study, I acknowledged that there are people who
think it is not my place to study or become an expert on race and culture in education. As a
white, suburban, Christian, middle class raised woman, my experiences in educational settings
and within society are not the same as the population for which I hope to create change.
However, it is part of my collective responsibility as an educator to seek to understand diverse
experiences and create educational settings and practices which maximize the benefits for
students of color (Winters, 2020). I also acknowledge that there are people who may be opposed
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to the direction of this study due to their opposing beliefs around systemic racism. My hope is
that at a minimum they will pause and be willing to listen.
In May of 2020, the death of George Floyd sparked a mainstream focus on the racial
disparities in our country. Conversations of racial equity and systemic racism, topics that had
been an educational focus for several years in my district at the time, moved into mainstream
media and became common discussion or argument even at little league games, all while the
world was burdened with a global pandemic. Racial tensions within the country and my
community intensified. Again, as I grappled with the gravity of this study, I considered that some
may feel that my study is a threat. To those people, I ask them to consider the experiences of
others and seek to understand the influence that bias and inaccurate perceptions have on them. I
ask them to use empathy, listen with intent to understand, and find value in everyone and
everyone’s story. My position within this study is firmly that it is our responsibility as citizens to
create spaces of understanding and opportunity for all. This dissertation will discuss systemic
racism and biases that exist within our educational system. My position is that it is our
responsibility as citizens and as educators to remove those barriers so all students can receive an
equitable education.
My direct position within this study is as an elementary school principal located in a
district outside the selected site, but with background knowledge of the selected district. The
participants were referred through familiar connections with administrators within the school
district, but were not personally selected by me. Steps to address this and all positionality will be
outlined in a later chapter. Further background for this study is presented next through an
overview of previous research.
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Overview of Previous Research
The formation of this study can be understood through three scholarly approaches
presented in the next chapter. In the literature review, I seek to answer the question, how have
scholars understood effective parent teacher relationships in the context of race and culture? To
answer this question, I examine three scholarly approaches of barriers to the FSP for families of
color, systemic solutions to remove barriers for FoC, and parent teacher relationships: a key
component to the FSP.
The first scholarly approach, barriers to the FSP for FoC, examines systemic and belief
barriers which create conflict within or hinder access to the FSP for FoC. One area of barriers are
unaligned perceptions and implicit bias. Contrary to a common misperception, scholars reveal
that parents are motivated to be involved in their child’s education (Baker et al., 2016). Social
and cultural capital can also create barriers to differing degrees for families of color. When
families have lower social or cultural capital, they are less adept at navigating school systems
and advocating for their children (Mapp & Kuttner, 2013) and are more likely to experience bias
and other barriers (Ishimaru et al., 2016; Yazdani et al., 2020). Finally, deficit focused
improvement efforts perpetuate negative perceptions and bias of families due to reform efforts
that targeted low achieving students and low family engagement (Baquedano-López et al., 2013;
Ishimaru et al., 2016).
The second approach, systemic solutions to remove barriers for FoC, examines
transformative solutions at the systems level which can increase access to the FSP for FoC. This
section presents the need to deconstruct barriers through awareness of perceptions, bias and
deficit efforts. Removing barriers also involves putting systems in place which support family
engagement for FoC. Frameworks discussed are PBIS based efforts, the Dual Capacity-Building
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Framework (Mapp & Kuttner, 2013) and the Equitable Community-School Collaboration
conceptual framework (Ishimaru, 2019). Ishimaru’s (2019) framework includes a three-level
approach that shifts interventions, directionality, and unilateral power dynamics by creating
collective, reciprocal, and relational collaborations.
The third approach, parent teacher relationships: a key component of the FSP, examines
skills and training teachers need to create quality PTRs. Although partnerships between school
staff and families are effective in increasing outcomes for students (Yazdani et al., 2020),
teachers rarely receive training in necessary skills such as communication or conflict
management (Epstein, 2018; Lasater, 2016). Leenders et al. (2019) demonstrates that teachers
are more effective with those skills in place. Additionally, teachers are more effective when they
are aware of the impact of race and culture in education (Sanders-Smith et al., 2019).
Through the literature review, I seek to create greater awareness of systemic and belief
changes that will open pathways to quality partnerships with FoC, and to identify skills
necessary for teachers to create high quality PTRs.
Definition of Terms
Family engagement: Unless other terms are specifically stated and defined, this term
includes all traditional uses of the phrases parent involvement, parent engagement, family
involvement, and family engagement. This phrase will be used to indicate any interactions that
do not hold the definition of Family School Partnership or Parent Teacher Relationship.
Family School Partnership: This definition expands beyond traditional views of parent
participation or engagement in their child’s school. A Family School Partnership is a collective,
reciprocal, and relational collaboration (Ishimaru et al., 2016) between family members and the
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school staff which is utilized to improve educational settings and practices for students. (Lasater,
2016; Ratliffe & Ponte, 2018). This term encompasses the PTR.
Parent Teacher Relationship: A quality PTR holds the same definition of the Family
School Partnership, but specifically indicates the relationship between family members and the
teacher that directly services the child. The PTR is a component of an FSP. For this study, the
use of the term quality PTR indicates that the relationship is established, collaborative, and
relational. It signifies that the teacher acknowledges that family members have valuable
knowledge and skills to contribute to the relationship. Finally, quality PTR generates knowledge
and understanding which positively impacts academic and social experiences for students.
Conflict: For purposes of this study, conflict indicates a state of opposition between ideas
or interests, which exists on a continuum with respectfully managed conflict on one end and
escalated disagreements on the other.
Family Member/Families of students: For the purpose of this study, these terms include
parents, guardians, or other adults that have direct influence in the student’s life.
Of Color: Within the bias-free language guidelines of APA (2020), the correct verbiage
to indicate a collective group of individuals that are non-White is “people of color”. For this
report this will include families of color (FoC), students of color, and teachers of color. Within
this generalization, I acknowledge that when I refer to families of color, not all individuals have
the same experiences, cultures, races, values, or beliefs. This will be addressed within limitations
and areas for further research. Further, I acknowledge that this description may not be the
language most suited to describe any group of people. As our language and cultural
understandings progress, the use of this phrase may progress as well.
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Race: Within this study, race is understood to be socially constructed and have social
effects on people’s lives (Pollock, 2008).
Conclusion
A quality Parent Teacher Relationship is an important component of the Family School
Partnership and benefits students academically and socially through collaborative and responsive
efforts of teachers and parents. However, many FoC continue to face systemic and belief barriers
that limit these benefits for students of color. This qualitative study seeks to understand how
teachers have effectively removed or reduced those barriers for families of color, established
quality PTRs, and informed their practices based on collaboration within the PTR.
In the next chapter, I lay a foundation for this study by providing the historical context
and a review of literature. In the literature review I present barriers that exist for families of color
that limit access to the school systems, methods for deconstructing barriers at the systemic level
of education and frameworks for change, and components that support high-quality PTRs. Then,
in Chapter three, I present the methods that I used while conducting this qualitative
phenomenologically informed case study. Chapter four reveals the findings that I gained through
conducting and analyzing interviews. Findings reveal the foundational components of a highquality PTR with FoC, benefits of the PTR for students of color, and teacher recommendations
for school leaders. Finally, I use chapter five to make recommendations to educational leaders
which will support the establishment and maintenance of high-quality PTRs across race and
culture.
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Chapter Two: Literature Review
Introduction
Students benefit academically and socially when school staff are in collaboration with
their families (Arce, 2019; Epstein, 2018; Henderson & Mapp, 2002; Mapp & Kuttner, 2013).
Students of color are less likely than their White peers to receive these benefits due to barriers
that families of color (FoC) experience within the school system (Baquedano-López et al., 2013).
As presented in the previous chapter, the purposes of this study are to understand what influences
White teacher’s ability to establish and maintain quality relationships with FoC, gain insight into
the knowledge they gain from the relationship that positively impacts students, learn how FoC
experience quality relationships within schools that have racial and cultural equity goals, and
gather recommendations from FoC and teachers that have experienced quality PTRs within a
racially diverse school district. To lay a foundation of understanding for the study, this chapter
explores the question, how have scholars understood effective family school partnerships in the
context of race and culture?
To answer the question, I present three scholarly approaches. The first, barriers to the
FSP for FoC, examines the impact of perception and bias, sociocultural barriers, and deficit
views of families. The second approach, systemic solutions to remove barriers for FoC, presents
current practices which reinforce barriers and introduces frameworks to remove barriers and
create collaborative FSPs with FoC. The third approach, parent teacher relationships (PTR),
highlights teachers as a critical component of the FSP and identifies skills they need to create
quality PTRs with FoC.
Before presenting these scholarly approaches, the first section explains the historical path
of parent involvement as it became family engagement and now family school partnerships. This
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path begins with parents as passive observers often viewed through a deficit lens and ends with
families as collaborative partners whose knowledge and skills are valued and utilized.
Historical Background
Several decades of research have contributed to the importance of parent participation in
their child’s education (Epstein, 1995, 2018; Mapp, 2003; Mapp & Kuttner, 2013). In the 1960’s
parent involvement was presented as a solution to low academic achievement. School efforts to
increase parent involvement focused on school-based events where parents took a passive role by
listening, attending, and gathering information (Baker et al., 2016; Baquedano-López et al.,
2013). There was little to no relational or collaborative aspect to parent involvement and no
recognition of involvement that occurred at home or in the community. In addition to school
efforts, national policies and programs provided education for parents and services for children
(Ishimaru et al., 2016). For example, with the Elementary and Secondary Education Act (ESEA)
in 1965 the Head Start Program opened day care centers for children from low-income families
(Baquedano-López et al., 2013). Although the above efforts provided some benefits, both the
national and school-based reform efforts were rooted in a deficit view of families that parents
were the reason for low student achievement (Ishimaru et al., 2016). For example, when
programs such as Head Start sent children to centers during the day as opposed to staying home
with parents, it implied that parents were not capable of the general well-being of their children
(Baquedano-López et al., 2013). Additionally, the school-based efforts put a focus on the need
for parents to do more and implied that the success or failure of the child depended on the actions
of the parents. This took the focus away from the need for schools to change inequitable
practices and placed blame on families (Baquedano-López et al., 2013).
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In 1995, Epstein presented a framework with expanded views of what activities
constituted parent involvement. This framework was more representative of engagement. Unlike
involvement, parent engagement is not passive. When authors use the term engagement, they
imply that parents are active in their child’s education in schools and at home (Ratliffe & Ponte,
2018). Epstein’s (1995) framework included parenting practices, communication, volunteering in
school and extracurriculars, home activities related to learning, collaborative decision-making
within the schools, and collaboration between school and community. Legislation such as No
Child Left Behind (NCLB) in 2001 also began to include more comprehensive forms of parent
engagement. Additionally, in 2015, the reintroduction of ESSA changed the language from
parent engagement to parent and family engagement (Ishimaru, 2019). Within literature and
legislation, the shift to engagement presented a more inclusive view of families and what
activities contributed to student academic and social achievement (Ishimaru et al., 2016).
Although more inclusive, engagement efforts did not account for cultural or racial impacts in
education and continued to focus on parents as the responsible party (Ishimaru et al., 2016).
The most recent shift in literature moves from parent and family engagement to a focus
on family school partnerships (FSP). FSPs focus on creating opportunities for collaborative
engagement, acknowledge the capacity and value families bring, and focus on goals and
outcomes which improve academic achievement for students (Lasater, 2016; Mapp & Kuttner,
2013; Ratliffe & Ponte, 2018). This research demonstrates a shift away from a deficit view of
families toward one that is more collaborative and that values racial and cultural differences.
Despite the move from parent involvement to an updated focus on partnerships, FoC
continue to face barriers to the FSP. Scholars have explored the barriers families face and found
low engagement results from inequitable opportunities and experiences (Arce, 2019) not lack of
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caring or capability of families. The bodies of literature presented here examine inequitable
opportunities and experiences that persist for FoC by examining the impact of race and culture in
education. The first body of literature presents barriers that continue to prevent FoC from
participating in FSP. This will be followed by two bodies of literature that examine solutions for
school systems and for teachers.
Barriers to the Family School Partnership for Families of Color
Many families experience barriers to an effective family school partnership (FSP).
Common barriers include preconceived notions (Joshi et al., 2005), poor communication, parent
level of education, attitudes of school staff, transportation, work schedules, childcare needs,
(Baker et al., 2016), negative communications, misunderstanding of the collaborative role,
differing perspectives, lack of conflict resolution skills, and differing perceptions of child’s
performance (Lasater, 2016). Families from diverse racial and cultural backgrounds often
experience the above barriers at a heightened level (Joshi et al., 2005). Additionally, FoC face
barriers to the FSP which result from inequitable practices, and negative or hostile school climate
(Nzinga-Johnson et al., 2009). Such common barriers are perception and bias barriers, social and
cultural capital, and deficit focused efforts. Perception and bias barriers are presented first.
Perception and Bias Barriers to the FSP
Unaligned or inaccurate perceptions between FoC and school staff can lead to barriers
and conflict within the FSP. Gisewhite et al. (2019) stated that the FSP, “is open for positive
interactions while vulnerable to negative ones” (p.3). This section presents how negative
interactions can result from unaligned role perceptions between families and school staff and
both implicit and perceived bias of the teacher.
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Role Perceptions
Teachers’ perceptions of role responsibilities impact how they engage, and therefore,
whether they can establish an effective Parent Teacher Relationship (PTR), which is an essential
component of the FSP. In Arce’s (2019) study teachers revealed their expectations for parents as
managing their child’s behavior, taking the initiative in communication, and being present for
meetings and events. These expectations for families reflected a very traditional role and did not
include relational or collaborative partnerships. As a result, teachers continued to perceive
parents as uninvolved and uncaring (Arce, 2019).
Contrary to teacher perceptions in Arce’s (2019) study, Mapp (2003) reported families as
motivated to support their child’s education. Families wanted more collaborative roles,
community activities, and instructional opportunities at home and school (Ratliffe & Ponte,
2018; Baker et al., 2016). Families also valued educational activities at home such as providing
encouragement and incentives, homework help, instilling the value of education, creating a home
learning environment, and involvement in other organizations (Mapp, 2003). This evidence
presents a discrepancy in how teachers sometimes view families and how families often feel. The
evidence indicates that when teachers hold these views of families, they are less likely to
establish partnerships with family members.
The role of school leadership is also impactful to the FSP. Parents in Ratliffe and Ponte’s
(2018) study referred to principals as either unwelcoming gatekeepers or facilitators that create a
sense of belonging. They have the influence to keep barriers in place or remove barriers for FoC
by setting a welcoming school climate and creating transformative policy (Kim, 2009).
To break down role perception barriers and establish effective FSPs, school staff need to
recognize the broader role of families, including actions taken outside of school (Baker et al.,
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2016). Educators must also acknowledge it as their role to create accessible opportunities, initiate
communication (Baker et al., 2016) and utilize relational aspects of the partnership, such as
welcoming, joining, and connecting (Mapp, 2003). This shift may require staff to examine their
biases and perceptions.
Implicit and Perceived Bias
When school staff do not create a collaborative environment with FoC, implicit or
perceived biases may persist and hinder the FSP. General examples of educator bias include
negative views of family socio-economic status, home environment, parent level of education,
(Gisewhite et al., 2019) and perceptions of non-engagement (Arce, 2019). For FoC, these biases
can be intensified due to overlapping bias around race and culture (Joshi et al., 2005).
Bias held by school staff about the efficacy and capacity of FoC may push families away
from quality partnerships. One such bias is that FoC lack the efficacy to contribute to the
education of their child or the school community (Kim, 2009). This bias leads FoC to be seen as
aggressive or irrational, and dismissible when speaking up. As a result, families tend to back
away from school-based engagement (Kim, 2009) and are further perceived as uninvolved and
uncaring (Arce, 2019). Baker et al. (2016) also found bias in teacher perception that low parent
involvement of FoC was due to apathy, previous negative experiences, lack of education, not
valuing education, or feelings of being intimidated by school staff. As already presented,
scholars found that most parents do not share these sentiments (Baker et al., 2016; Kim, 2009).
Baker et al. (2016) found that parent participants were motivated to be involved, and therefore
researchers asserted that schools need to remove barriers and initiate opportunities for relational
engagement, such as collaboration and partnership. Another bias of school staff is that FoC lack
the capacity to contribute due to logistical reasons such as time, interest, money, energy (Kim,
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2009), transportation, language, and communication (Baker et al., 2016). This evidence presents
bias that can prevent school staff and families from entering partnerships, even when family
members are motivated.
The above studies demonstrate how unaligned perceptions and implicit bias can create
barriers to the FSP for FoC. Another way to understand how these barriers persist is through
exploration of social and cultural capital.
Social and Cultural Capital
America’s school system is based on white middle class cultural and social norms (Kim,
2009). Families that do not share or adapt to these norms face barriers to the educational system.
Bourdieu and other scholars referred to competency within cultural or social norms as capital.
Cultural capital consists of “knowledge, experiences, values, beliefs, and cultural resources”
(Ishimaru et al., 2016, p. 857) or “familiarity with the styles, tastes, and dispositions of the
dominant culture” (Kim, 2009, p. 82). Social capital consists of “social relations, networks, and
access” (Ishimaru et al., 2016, p.857). With less capital, families are less proficient in navigating
the school system and advocating for their children (Mapp & Kuttner, 2013). They are also more
likely to experience bias and racism as previously described. Acculturation and ethnic
concordance are examples of how cultural and social capital create barriers to the FSP and
impact the classroom.
Acculturation and Ethnic Concordance
The less cultural capital, or alignment to dominant cultural norms, the more likely
families are to experience bias and barriers within the school system (Ishimaru et al., 2016;
Yazdani et al., 2020). Yazdani et al. (2020) conducted a study to examine the impact of
sociocultural factors on parent teacher relationship strength. Participants included parents and
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teachers of 784 students from three large Texas school districts. Questionnaire results were
analyzed to identify the impact of sociocultural factors, including acculturation of families and
ethnic concordance between parent and teacher. Findings indicated that teachers’ perceptions of
a parent’s involvement increased when the parent was more acculturated or ethnically like the
teacher. Additionally, the lower the acculturation or ethnic concordance, the lower the teacher's
perception was of the PTR’s strength and ability. FoC face increased barriers to the FSP when
they are less fluent in social and cultural norms, which can have impacts in the classroom.
Classroom Impacts
When schools do not actively work to remove racial and cultural barriers, families
express concerns about the impact within the classroom. For example, Trumbull et al. (2020)
found mainstream American individualism at odds with the collectivist value system of other
cultures. Such value differences can lead to parent concerns, including moral and social
development of their child within the classroom (Ratliffe & Ponte, 2018).
Even when teachers are aware that race and culture impact education, barriers persist. For
example, Joshi et al. (2005) discussed outward versus inward displays of culture in the
classroom. In their study, Joshi et al. (2005) found that teachers believed inward elements of
culture such as, “patterns of communication, social values, preferred ways of learning and
knowledge, and child raising patterns” (p.14) have a greater impact on student learning than
outward elements of culture. However, within their classrooms, the teachers focused on outward
elements of culture, such as “dress, celebrations, food, art, literature” (p. 14) and holidays. Joshi
et al. (2005) suggested that teachers may be aware of cultural impacts on student learning, yet
lack the skills to implement practices in a culturally relevant manner.
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When families hold lower social or cultural capital, it creates barriers to the FSP and for
students in the classroom. Bourdieu’s (as cited by Kim, 2009) notion of cultural capital posits
that school culture may be extremely difficult to change since it is intertwined with class
structure and the dominant society. However, Kim (2009) rejects this assertion and calls for
educational leaders to overcome sociocultural barriers by valuing the “habitus or dispositions of
minority parents and their interests in children’s schooling” (p. 82). Kim’s (2009) assertion
demonstrates that it is the school staff that must shift the current narrative and close cultural
capital barriers for families.
Deficit Focused Efforts
Traditionally, parent involvement efforts have focused on the deficits of families and
implemented strategies such as informing parents, encouraging parents to attend events,
connecting families with resources (Ishimaru, 2019), and providing what families presumably
cannot or will not do for their children (Baquedano-López et al., 2013). Deficit focused efforts
are historically woven into policy. For example, under President Johnson, Secretary of Labor
D.P. Moynihan’s report on African American families led FoC to be viewed as the country’s
point of economic instability (Baquedano-López et al., 2013), something to be fixed. This led to
several programs including the Elementary and Secondary Education Act of 1965 and programs
such as Head Start. Head Start was an opportunity for children to learn at a younger age, yet
concurrently implied that parents were not capable of readying their children for school. With a
renewal of ESEA and No Child Left Behind in 2001, intentions moved to bridging the gap
between schools and families through broader views of family engagement (Baquedano-López et
al., 2013). Even with the broader views of family engagement, FoC continued to face the same
barriers to the FSP because systems and beliefs had not changed. Therefore, policies that
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promoted the importance of family engagement for student academic success, opened the door to
blame families when children did not make expected growth which contributed to negative
perceptions and deficit views of FoC (Baquedano-López et al., 2013).
Ishimaru et al. (2016) also found that well intentioned initiatives can carry a deficit focus
within current practices and belief systems. Their study examined cultural brokers in the
educational setting. As intended, cultural brokers break from traditional practices and foster
culturally responsive family engagement practices (Ishimaru et al., 2016). Ishimaru et al. (2016)
used a qualitative comparative case study to examine the cultural brokers in a United States
metropolitan area. Through an extensive analysis of interviews, focus groups, field notes, and
documents, researchers found that most cultural brokers operated within traditional family
engagement practices, resulting in assimilation of families versus systemic transformation of
schools. Thus, their role reinforced a deficit view that families need help. As implemented,
cultural brokers were able to remove some logistical barriers for families, however, they did not
create a collaborative partnership between families and schools or value and act on family input.
Other local school structures contributed to the deficit narrative of families. One example
is how schools typically use frequency of contact to gauge family engagement. Frequency of
contact may include attendance at events, participating in conferences, volunteering, and other
forms of communication (Ratliffe & Ponte, 2018). This method discounts all forms of family
engagement that do not involve physical presence at school. Additionally, when schools meet
their family engagement targets, there is no evidence that they created collaborative and effective
partnerships with families. Rather than a physical count of numbers, Ratliffe and Ponte (2018)
suggest that schools focus on relational aspects of family engagement, such as a welcoming
atmosphere and opportunities to build quality relationships. To navigate away from deficit views
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of families, engagement efforts should focus more on what schools can do to create culturally
responsive FSPs (Ishimaru, 2019), and less on the actions of the families.
Left within conventional methods of family engagement, FoC continue to face barriers to
the FSP. Such barriers are rooted in perception and bias which lead to negative and inaccurate
views of families. Families also face barriers due to lower social and cultural capital which limit
collaboration with the school community and educational practices within the classroom. It is
evident that schools must be responsible for shifting practices. This begins with school wide
systemic changes and efforts that focus on what schools can do versus what parents can do.
Schoolwide solutions include systemic changes that remove barriers and establish frameworks
that create collaborative and relational FSPs with FoC.
Removing Barriers: School Wide Solutions
In 1998, Ladson-Billings stated, “It is because of the meaning and value imputed to
whiteness that CRT becomes an important intellectual and social tool for…deconstruction of
oppressive structures and discourses, reconstruction of human agency, and construction of
equitable and socially just relationship of power” (p. 9). This section explores school wide
changes and potential frameworks to increase access to effective family school partnerships
(FSP) for families of color (FoC). First presented is the need to deconstruct current barriers.
Deconstructing the Barriers
Without systemic change, family engagement reform efforts have continued to reinforce
inaccurate perceptions, reflect deficit views of families, and maintain power imbalances.
Ishimaru (2019) argues the need for FSP reform efforts that focus less on the actions of families
and more on what school staff can do to create partnerships that are collective, reciprocal, and
relational in nature (Ishimaru, 2019). As previously presented by Kim (2009), it is the
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responsibility of school staff to initiate and create change that supports partnerships, such as
those described by Ishimaru (2019). Two concepts in the process of deconstructing barriers
include the examination of perceptions and bias and recognizing ineffective reform efforts.
Examine Perceptions and Bias
The deconstruction of belief barriers involves the examination of one’s own perceptions
and biases regarding race and culture and acknowledging the contributions, skills, races, and
cultures of students and their families of color. For one, the role of perceptions can be examined.
As previously mentioned, for effective partnerships with families, it is the staff role and
responsibility to offer opportunities to build relationships with families, create a welcoming
environment, and value collaboration (Mapp, 2003; Mapp & Kuttner, 2013). Additionally,
school staff can shift their negative perceptions and biases that families are unengaged when they
shift their perception of the family role in education to include educational activities outside of
school (Baker et al., 2016; Mapp 2002; Trumbull, 2020). Further, deficit assumptions such as a
lack of caring, efficacy or capacity, can be replaced when school staff seek to understand
family’s needs (Ratliffe and Ponte, 2018), recognize cultural traditions and values (Mapp 2003),
and utilize the knowledge and experience of families (Howard & Navarro, 2016). Staff may shift
perceptions and challenge biases when they intentionally examine their own beliefs and undergo
a deep level of analysis of the educational impacts of race and culture (Howard & Navarro, 2016;
Ladson-Billings, 1998). The tenets of CRT provide a structure for such examination and
reflection.
Critical Race Theory provides a platform for understanding race in education and can
create opportunities to understand perspectives and remove bias. CRT is a complex theory that
requires deep analysis, however, an attempt to briefly explain five general tenets is presented
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here. For one, understand that racism is embedded in American society in such a way that it is
often not recognized (Ladson-Billings, 1998). In our schools, this racism exists within policies
and practices in curriculum, instruction, assessment, and funding that do not recognize the
historical and current impacts of race in education (Ladson-Billings, 1998). Secondly, understand
that race is a social construction, and that personal and systemic bias exist in “behaviors,
policies, practices, ways of knowing, communicating, and surviving” (Dixson, 2014 as cited by
Howard & Navarro, 2018, p. 261). Additionally, understand historical and current impacts of
interest convergence and material determinism. This tenant points out that legislation and actions
which are intended to benefit FoC, are formulated in a manner that benefits the White race or
agenda. Also, understand intersectionality, or the relationship between various forms of
discrimination, and the impact of these interlocking oppressions (Howard & Navarro, 2016).
Finally, understand that voice or counter-narrative is a critical component toward shifting
perspectives and removing bias. CRT provides a platform for school staff to reflect on the impact
of race and racism in education (Howard & Navarro, 2016; Ladson-Billings, 1998).
Recognize Ineffective Reform Efforts
Another strategy for the deconstruction of barriers involves recognizing when family
engagement reform efforts are ineffective. Traditional engagement practices do not serve FoC.
“Typical parental involvement practices often marginalize lower-income and racial minority
parents while creating pathways of access for White and middle-class parents” (BaquedanoLópez et al., 2013, p. 172). Examples of this disparity are common in communication practices
and other instances of social capital (Baquedano-López et al., 2013). Efforts that put the onus on
parents for change are not effective and take attention away from systemic changes within the
school (Ishimaru, 2019). Deconstructing barriers by examining current perceptions and biases
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and recognizing reform efforts that are ineffective for FoC are part of removing barriers for
families of color. Scholars have also studied intentional efforts that are part of establishing
effective Family School Partnerships with families of color.
Create effective FSP with FoC
Ishimaru (2019) asserted that schools need to create equitable collaborations through a
three-level approach by shifting intervention, directionality, and unilateral power dynamics,
which result in collective, reciprocal, and relational collaborations. First, an intervention shift
moves from an individual focus to a collective focus. Current interventions improve the
individual parent’s capacity to advocate for their child and navigate the school systems.
However, collective efforts increase the capacity of families by bringing families together with
one another. This point coincides with Ratliffe and Ponte’s (2018) study in which parents most
valued school activities that fostered community with students, staff, and parents. Effective
interventions focus on building a collective group along with individual capacity. The second
level, directionality, moves from a unidirectional approach to a reciprocal approach for
communication, knowledge, and capacity (Ishimaru, 2019). From a reciprocal lens educators
solicit and value input from families with the goal of transforming educational practices for
students of color (Baquedano-Lopez et al., 2013; Ishimaru, 2019). The third level interrupts
current power dynamics as it moves from unilateral authority and decision making to a relational
approach (Ishimaru, 2019). As discussed in the previous section, Mapp (2003) stressed that it is
important for school staff to create partnerships that honor, validate and affirm families for the
purpose of improving learning opportunities for students. As demonstrated by these scholars, the
purpose for FSPs, therefore, is not just to build relationships with families, but to build
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collective, reciprocal, and relational partnerships through which school staff can transform
educational practices for students of color.
Next, three approaches for transformation are discussed. These approaches include PBIS
based efforts (Baker et al., 2016; Garbacz et al., 2015), The Dual Capacity Framework (Mapp,
2013), and Ishimaru’s (2019) Equitable Community-School Collaborations Framework.
Frameworks for Systemic Change
PBIS Based Efforts
Positive Behavior Intervention and Supports (PBIS) is a current framework which some
researchers have expanded to include family school partnerships. The PBIS schoolwide
framework focuses on proactive efforts to improve behavioral and social emotional outcomes for
students, currently implemented in over 19,000 U.S. schools (Garbacz et al., 2015). The PBIS
framework itself will not be described here. Instead, the discussion will focus on how researchers
have extended it to include culturally responsive strategies for families.
Baker et al. (2016) acknowledged the highly utilized family engagement framework of
Epstein (1995). Then expanded it to include diverse family dynamics and culturally
responsiveness through the PBIS platform. Baker et al. (2016) conducted focus groups within six
midwestern schools to explore family perspectives of barriers to participation, intending to
increase FSPs for diverse families. Through applied thematic analysis, researchers identified the
following five themes: provide opportunities for involvement, improve communication, welcome
families into the building, reduce time conflicts, and elements of engagement versus involvement
(Baker et al., 2016, p. 169). For each theme, families provided solutions to remove barriers to the
FSP. Although specific solutions will not be listed here, it is acknowledged that Baker et al.'s
(2016) work offered insight to family perspectives of barriers and solutions, provided relational
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and collaborative solutions, and identified effective role perceptions for families and staff. This
work did not recognize the need for staff training in how to create effective FSP or to understand
the impact of race and culture in education.
Garbacz et al. (2015) presented a framework for FSPs within the PBIS structure that
included staff training in culturally responsive practices. The framework includes five
components and is primarily driven by a staff facilitated family advisory group. The five
components broadly include universal planning and problem solving, practices at home,
practices at school, practices to enhance home-school communication, multidirectional
communication, and environmental congruence. In addition, authors laid out several culturally
responsive family engagement strategies to guide the work of the team. The strategies are as
follows:
● Recognize and appreciate individual differences and experiences.
● Consider features that may have cultural implications.
● Consult with cultural stakeholders in neighborhoods and community centers.
● Facilitate family access to information about the schoolwide PBIS systems.
● Have representation on the PBIS leadership team that reflects the diversity of
experiences and perspectives in the school community.
● Use multidirectional communication mechanisms that are sensitive to family
preferences.
● Make materials available in all languages of the school community.
● Provide staff training in culturally appropriate practices.
● Disaggregate data by student race to assess disproportionality.
● Create an inclusive school community that relies on trust and shared values.
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(Garbacz et al., 2015, p. 64)
Like Baker et al. (2016), Garbacz et al. (2015) presented strategies which contributed to
creating collective, reciprocal, and relational FSPs. Although Garbacz et al. (2015) included staff
training in culturally responsive strategies, the depth and focus of this training was not clearly
defined. The Dual Capacity-Building Framework, however, did include indicators of staff
capacity for engaging with families.
The Dual Capacity-Building Framework
The Dual Capacity-Building Framework (DCBF) for Family-School Partnerships
addressed the need for relational, collaborative, and developmental initiatives with the goal of
student success. Mapp and Kuttner’s (2013) framework includes four components. The first
component, the challenge, identified the lack of opportunities for staff and families to develop
the capacity for partnerships with one another. The second, opportunity conditions, outlined
process and organizational conditions that are necessary for effective FSPs. The next component,
policy and program goals, stressed the importance of policies and goals to include capacity
building for families and staff in the areas of skills and knowledge, networks, beliefs and values,
and self-efficacy. The fourth component, family and staff capacity outcomes, stated specific
outcomes for staff and parents that could lead to effective FSPs (Mapp & Kuttner, 2013).
Unlike conventional FSP efforts, the Dual-Capacity Building framework included focus
on student learning, the role of educators in creating opportunities for engagement, and
relationships between educators and families (Ishimaru, 2019). To demonstrate successes with
the framework, Mapp and Kuttner (2013) presented three case studies of family engagement
initiatives which reflected the principles of the framework. The success of the studies
demonstrated improvements in school culture and climate, academic outcomes, increased staff
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capacity in FSPs, ability to shift mindsets, strengthened relationships with families and
communities, and empowered parents as advocates.
Although the Dual-Capacity Building framework includes elements of collaboration and
relationship, the framework did not explicitly advocate for educational equity, or address the
impact of race and culture in education (Ishimaru, 2019). Ishimaru’s (2019) Equitable
Community School Collaborations Framework incorporated these additional components.
Equitable Community School Collaborations
The Equitable Community-School Collaborations (ECSC) conceptual framework is
intentionally different from traditional practices and focuses on “systemic change goals,
strategies that build capacity and relationships, the role of low-income parents and families of
color as experts and fellow educational leaders, and educational change as a context-specific
political process” (Ishimaru, 2019, p. 354).
Through a nested, comparative qualitative case study of three separate initiatives for
family engagement, Ishimaru (2019) identified three types of strategies which fostered equitable
collaboration between families and schools. All three met collective, reciprocal, and/or relational
aspects of engagement, yet held limitations. The first type of strategy was parent/family
capacity-building. Strengths of these strategies included the use of family-driven programming,
feedback and input from families was gathered, an increase in family efficacy within the school
system, and community-based learning opportunities (Ishimaru, 2019). Limitations of the
capacity-building strategies included lack of opportunity for teachers to learn from families or
shift educational practices. The second type of strategies Ishimaru (2019) identified were parentschool and parent-parent relationship-building strategies. These strategies created opportunities
for relationship building between families and staff and among families. The limitations of these
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strategies included a failure by school staff to make the opportunities more accessible for FoC,
and again, no connection to classroom practices. The third type of strategy involved systemic
change and capacity-building strategies that included staff education and creating parent
leadership opportunities. The limitations of these strategies were that they were not commonly or
completely implemented (Ishimaru, 2019). Although each of the strategies included limitations,
each contributed progress toward more equitable FSPs.
This body of literature identified the need to deconstruct barriers to the FSP for FoC by
examining the impact of race and culture in education, removing negative perceptions and biases
of FoC, and transforming policies and practices to be more collective, reciprocal, and relational
in nature. Strategies and frameworks for reform must specifically place a focus on transformation
of school systems and practices, acknowledge skills and contributions of families, create
opportunities for families to engage and collaborate, ensure that educators have opportunities to
learn from families, and provide training for staff around FSP reform and race and culture in
education. The next body of literature, The Parent Teacher Relationship, introduces the teacher
as a key component in the FSP as they foster relationships with families.
Parent Teacher Relationships
A quality parent teacher relationship (PTR) can improve students’ outcomes, such as an
increase in student engagement, sense of belonging, higher reading scores, a decrease in negative
teacher perceptions, and reduced student-teacher conflict (Yazdani et al., 2020). In addition,
Nzinga-Johnson et al. (2009) found that regardless of race, the quality of relationship between
teacher and parent was the most significant predictor of parent involvement. Therefore, the
teacher is a key component to establishing an effective FSP and improving outcomes for
students. However, teachers rarely receive training in the skills necessary to create quality
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relationships and partnerships with families (Epstein, 2018). This body of literature examines
conflict management in the PTR, effective communication, racial and cultural awareness, and the
need for teacher training to develop skills that support a quality PTR with FoC. First explored is
conflict management in the PTR.
Conflict Management in the PTR
Conflict often carries a negative connotation, however, when trust is established, conflict
can be effectively navigated and resolved (Mapp, 2003). When teachers and parents focus on
shared goals for the child, it can remove inconsistencies in beliefs and perceptions (Frolova et al.,
2019) and serve as a foundation for conflict resolution and forward progress (Lasater, 2016).
Alternatively, if conflict is not resolved, it can have lasting negative impacts (Frolova et al.,
2019). Presented first are common sources of conflict within the PTR, followed by impacts of
conflict, and common teacher responses.
Sources of Conflict in the PTR
Sources of conflict in the PTR include emotional or personal perception of an interaction,
low levels of trust (Frolova et al., 2019), different views about child’s placement, personally
internalizing a comment (Lasater, 2016), parents' feelings of distrust, rejection, exclusion,
embarrassment about child’s school progress, and inefficient communication from the school
(Gisewhite et al., 2019). Sources of conflict also cited by the teachers include when parents hold
attitudes of entitlement (Leenders et al., 2019) or become confrontational (Lasater, 2016). In
addition, a teacher’s own lack of self-efficacy can impact their interactions with families (Minke
et al., 2014). Such conflicts can have a negative impact on the PTR (Lasater, 2016).
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Impacts of Conflict in the PTR
Goksoy et al. (2016) found that teachers primarily viewed conflict as having negative
impacts. Common effects included withdrawal from or avoidance of the PTR, change in how
teachers treated the students, ongoing negative interactions between the teacher and parent,
spread of negative perceptions, an underlying climate of fear (Lasater, 2016), and distraction
from instruction and student learning (Aragon, 2014, as cited in Goksoy et al., 2016). Lasater
(2016) also found negative impacts on students in the form of noncompliance, anxiousness, and
self-doubt. Only 18 teachers in Goksoy et al.’s (2016) study cited positive outcomes of conflict,
whereas 48 teachers cited negative outcomes, (Goksoy et al., 2016). The situations presented by
these scholars demonstrate that teachers experience negative impacts of conflict more often than
productive conflict. Teachers’ negative associations toward conflict with families indicate a lack
of preparation to effectively navigate conflict as presented by Epstein (2018) and Lasater (2016).
Teacher Responses to Conflict
Teacher responses to conflict vary and determine their ability to maintain a quality PTR.
Dogan (2016) found the most common strategy used by teachers was to avoid conflict with
families. This aligns with teacher participants in Lasater’s (2016) study who personalized
negative exchanges with parents, which led to negative attitudes and avoidance. These studies
demonstrated that many teachers lack skills to navigate conflict effectively.
Teachers in Leenders et al.’s (2019) study identified as having trustful relationships with
parents, but still encountered conflict. The teachers in their study found it important to remain
calm, listen while parents vented their concerns, admit their own mistakes, stay sensitive to
parent emotions, and offer restarts. These strategies contributed to a quality PTR by increasing
trust and restoration of the relationship. Teachers also did not take parent emotions personally,
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strategically decided when to engage and when to let go, and kept boundaries (Leenders et al.,
2019). Throughout conflict, these teachers remained collaborative and looked for solutions.
Whereas teachers without skills to navigate conflict relied primarily on avoidance, teachers well
equipped with skills, such as Leenders et al.’s (2019) teachers, confidently engaged with difficult
topics, found solutions for conflict, and maintained a quality PTR.
Conflict will exist if there are differences in “culture, personality, values, beliefs, attitude,
needs, preferences, goals, interests and power” (Goksoy et al., 2016, p.198). Therefore, the goal
should not be to eliminate conflict, but rather ensure teachers have skills to navigate conflict
effectively. Conflict navigation also relies on effective communication.
Communication Practices in the PTR
Effective teacher communication is an essential skill for a quality PTR and conflict
navigation. Logistical practices to open pathways for families include consistent, proactive,
frequent, and accessible communication (Baker et al., 2016; Ratliffe & Ponte, 2018). In addition
to logistical aspects of communication, scholars have identified the important elements of trust
and two-way communication as essential to a quality PTR.
Trust and Communication
Teacher ability to establish trust and respect with parents is necessary for a quality PTR
and for effective communication (Mapp & Kuttner, 2013; Nzinga-Johnson et al., 2009). Teachers
reported that trustful relationships with students’ parents were established through informal
interactions and frequent opportunities for parent participation (Leenders et al., 2019). As
previously established in role perceptions, it is the role of the teacher to initiate and provide such
opportunities. Informal interactions may include personal emails, phone calls, communication
notebooks, activities, and chats during drop off/pickup. Opportunities to participate include
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openness of the school, invitations into the classroom, and community activities. Through these
informal interactions, families created a sense of community with teachers and one another,
which increased trust (Leenders et al., 2019). The importance of these interactions is consistent
with Ratliffe and Ponte’s (2018) findings that relationships were developed through a climate of
welcome and respect, opportunities to join or present in the classroom, and community activities.
Each of these are consistent with Ishimaru’s (2019) collective, reciprocal, and relational
approach. Since trust is established through communication, the PTR relies on effective
communication from the teacher and other staff.
Two Way Communication
Frequent two-way communication plays an important role in the development of trust
between parent and teacher. As teachers listen to families they gain a greater understanding of
their culture, background, beliefs, and concerns (Gisewhite et al. 2019, p. 11). This
understanding can remove negative or inaccurate perceptions held by the teacher. Teacher
participants in Leenders et al.’s (2019) study cited examples of using two-way communication to
change their practices. For one, teachers asked parents for input about their child, and then used
what they learned to inform their practice. Also, rather than using conferences to deliver
information, teachers provided information ahead of time and used the conference time for
collaborative discussions. Other strategies of the two-way schools included providing homework
specific to the child's needs and parent input, creating opportunities for parents to practice or
observe strategies, and checking in with parents to ensure clarity around decisions and services
(Leenders et al., 2019). With the two-way communication strategies in place, parents navigated
the school system more effectively and perceived the PTR as important. On the contrary, parents
in schools that utilized primarily one way communication, did not feel confident in the school
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system, test scores, or meetings with teachers (Leenders et al., 2019). This demonstrates that
two-way communication contributes to a quality PTR and greater FSP.
Effective communication within a quality PTR includes removing logistical barriers,
establishing trust, and utilizing two-way communication. However, when families and teachers
do not share similar racial or cultural backgrounds, it is important that teachers understand the
different values, beliefs and practices of the family, and the educational impact of those
differences (Joshi et al, 2005). The importance of racial and cultural awareness is explored next.
Racial and Cultural Awareness
Sanders-Smith et al. (2019) assert that it is important for teachers to understand the value
and knowledge all families bring to the partnership, and the importance of acknowledging race to
overcome the notion of colorblindness. Teachers may gain a deeper understanding of the impact
of race and culture when they examine the core values, beliefs, and practices of culture (Joshi et
al., 2005; Trumbull et al., 2020). This includes examining their own culture, their students’
culture, and how the differences impact education and learning. Participants in Trumbull et al.’s
(2020) study attended professional development workshops which focused on understanding the
differing cultural values of individualism and collectivism and how those values play out in the
classroom. As a result of the workshops, teachers had a greater understanding of collectivism and
learned how to utilize individualistic and collectivistic strategies within the classroom. “By
examining schooling through the perspective of broad cultural values, teachers came to see how
every element of the classroom and school life has cultural roots” (Trumbull et al., 2020 p. 261).
The teachers in Trumbull et al.’s (2020) study gained new understanding of cultural values, and
therefore examined and modified practices to benefit students and FoC. Although this example
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does not directly involve parents, it demonstrates the importance of understanding the home
culture and how that understanding can transform practices.
Through a case study with preservice teachers, Sanders-Smith et al. (2019) found that
individual teachers understood cultural diversity and bias based on their experiences and
background. Some were more easily able to recognize different perspectives than others. This
indicates the importance of providing teachers with opportunities to engage with and reflect on
diverse perspectives (Sanders-Smith et al., 2019).
This section demonstrates that intentional practice and reflection around race and culture
may increase teacher ability to respond to students and families outside their race and
background. The importance of teacher preparation for high-quality PTRs is presented next.
Teacher Preparation for the PTR
How the teacher works to establish a quality parent teacher relationship (PTR) is key to
an effective FSP. However, teachers rarely receive training in fostering effective partnerships
with parents of their students. Because of this, teachers often are or feel unprepared to work with
their students’ families (Epstein, 2018; Lasater 2016). To increase teacher skills in the quality
PTR, Epstein (2018) urged coursework during pre-service teacher training and in-service
professional development. Lasater (2016) also called for pre-service courses that focus on family
partnership skills, and in-service training to stay current and reflective of the local community.
Lasater (2016) cited the specific skills of attending, listening, responding, resistance training, and
examining how cultural differences influence communication. Gisewhite et al. (2019) presented
the human ecological approach to teacher training which emphasizes the importance of
understanding “home life dynamics, cultural beliefs and values, and economic and family
support” (p.14) when communicating with families. Both Epstein (2002) and Lasater (2016)
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called for systemic recognition of PTR skills for teachers. Epstein through inclusion of PTR
skills in teacher core competencies and Lasater through enforcement of a school wide
partnership policy. Despite these and other scholars' calls for pre-service and in-service skills
training for teachers which allow them to establish FSP and PTR, many teachers have not
received training. However, some scholars have presented training methods.
Sanders-Smith et al. (2018) conducted interviews with four pre-service teachers as they
completed a family engagement course with a culturally responsive pedagogy lens. Researchers
found that teachers gained the most insight when they reflected on their direct interactions with
families and related those interactions to learned content. Individual assignments, such as an
independent self-reflection paper on bias, did little to shift perspectives or increase racial and
cultural awareness. Trumbull et al. (2020) cited professional development strategies that led to
transformation: ongoing training for teachers, understanding and emphasizing the purpose and
rationale, collaboration, and using teachers as researchers to understand and share their work.
Howard and Navarro (2016) discussed the method of using model mentor teachers who had
racial and cultural understanding and used culturally relevant strategies. A common theme
among these methods is that they are collective and relational.
These scholars stressed the importance of teacher preparation in skills that allow them to
establish and maintain quality PTRs while understanding the role of race and culture. These
skills include training around conflict management skills, communication skills, and building
racial and cultural awareness. When teachers collaborate with families, they can transform their
practices within the classroom to benefit academic and social success for students of color.
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Conclusion
The family school partnership (FSP) is an essential component of a child’s academic and
social progress in school, yet FoC continue to face systemic and belief barriers which limit
access to the FSP. Barriers will continue to exist until there is transformation in educational
policies and practices which acknowledge race and culture in education. Although families are a
critical element in the FSP, the responsibility remains with school staff. Educators must
systematically and intentionally focus on removing barriers for FoC, creating opportunities to
work collaboratively with families, listening and valuing the experiences and knowledge of
families, and creating partnerships that can be used as a platform to transform the educational
environment for students through changes in policies and practices.
This chapter presented barriers and solutions to effective FSP with FoC. Three types of
barriers were explored. One, perception and bias barriers often held by school staff create
conflict within and avoidance of the FSP. Second, low social and cultural capital can limit a
parent's ability to navigate the school system or cause them to be undervalued by school staff.
Third, deficit focused views and efforts place responsibility or blame on parents regarding their
child’s educational success. This chapter also presented solutions for educational staff to remove
barriers for FoC and create pathways to the FSP. Solutions include school wide reform efforts
which foster collaborative and equitable FSPs with FoC. Solutions also emphasized the PTR as a
key component of the FSP and the skills teachers need to create quality PTRs with FoC.
The responsibility of creating effective FSP with FoC lies with school staff.
Transformation requires changes in school-wide systems as well as individual actions of school
staff. Missing in this chapter is the link between school wide efforts of reform and the
transformation of individual practices. What district or school wide efforts effectively increase
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teacher capacity to foster a quality PTR with FoC? How have teachers used what they learn
within the PTR to inform their practices with students of color? My research will seek to
understand how district wide efforts to establish FSPs and support PTRs can positively impact
student academic and social educational experiences. The next chapter presents the research
methods of this project.
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Chapter Three: Methodology
Introduction
The previous chapter presented scholarly research related to Family School Partnerships
(FSP) and Parent Teacher Relationships (PTR), by exploring barriers to the traditional school
system for families of color (FoC), school-wide solutions to remove barriers, and components of
a quality PTR. In this chapter I present the methodology for this qualitative phenomenological
informed case study in which I seek to understand what influences White teachers’ abilities to
establish and maintain a successful relationship with families of color, and what they have
learned from this relationship that positively impacts their practices with students. The
methodology includes a presentation of the research design and questions, an overview of the
site and participants, a reflection of my positionality within the study, ethical considerations,
instrumentation and protocols, data collection and analysis, and limitations of the study. First, I
present an overview of the research design and questions.
Research Design
This qualitative study used a phenomenological informed approach to gather an in-depth
understanding of what contributes to a quality PTR between White teachers and FoC. A
phenomenological approach seeks to understand and describe a phenomenon based on common
experiences of participants (Creswell & Poth, 2018). In this study, the quality PTR between
White teachers and FoC is the phenomena of study. As defined, a quality PTR consists of an
ongoing collaborative relationship between family member(s) and the teacher, which allows the
teacher to positively impact student experiences.
This study sought to extend Ratliffe and Ponte’s (2018) study of effective family-school
partnerships by focusing on one element of the system, namely the PTR. I selected the district
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site based on outlined criteria for an equity focused school district. Then from within the site, I
used purposeful sampling and snowball sampling to identify participants. Like Ratliffe and Ponte
(2018), this study utilized individual semi-structured interviews. Following the interviews, I
analyzed the data to identify themes and describe the participants' experiences within a quality
PTR. The following questions frame this study around the phenomenon.
Research Questions
1. Within an equity focused school district, what training or experiences do
elementary school teachers perceive as increasing their effectiveness in
establishing collaborative PTRs with families of color?
2. As reported by teachers and families of color, how have teachers used what they
learn within the PTR to transform their practices and create culturally relevant
experiences for students of color?
3. Within elementary schools that have equity goals, what recommendations do
families of color and teachers have for increasing the capacity of the PTR to
positively impact educational practices?
Participants and Setting
Participants for this study were purposefully selected from within a large metropolitan
school district in the midwestern United States, referred to in this report as District E. To start, I
selected the site based on reviewed documents and my knowledge of District E’s ongoing
commitment to racial equity in both policy and practice. Site selection ensures that necessary
criteria are met within the site to meet the needs of the study (McMillan & Schumacher, 2010).
In addition, the criteria provided context for the study which allowed me deeper understanding of
participant responses (Patten & Newhart, 2018). Based on my knowledge and experience within
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equity focused school districts, I set the following criteria to define equity focused school
districts:
●

At least one racially identifiable school and therefore has an Achievement &
Integration Department and Plan. A racially identifiable school is defined as, “a
school where the enrollment of protected students at the school within a district is
more than 20 percentage points above the enrollment of protected students in the
entire district for the grade levels served by that school” (Office of the Revisor of
Statutes, 2015, 3535.0110 Definitions).

●

A Board approved Equity Policy which explicitly mentions race.

●

At least ten years with documented professional development in racial equity.

●

The above listed professional development includes at least one requirement for
participation of all licensed staff.

●

The site has identifiable practices which focus on best practices for all students
and can be identified as beneficial for students of color.

●

Has staff that is dedicated to equity.

●

Has staff that is dedicated to family engagement.

Following site selection, I collaborated with site administrators and conducted purposeful
sampling to identify teacher and parent participants based on the criteria in Table.1. As seen in
the table, it was my intention to include parent or family member participants in this study.
However, due to limitations, such participants were not accessible at the time. This is further
discussed in limitations. Purposeful sampling allowed me to select individuals who could share
in-depth experiences related to the phenomenon (Maxwell, 2013). Specifically, teacher
participants shared experiences establishing and maintaining quality PTRs outside their race,
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navigating conflict with FoC, and being responsive to the needs of students based on race or
cultural differences. Teachers gave examples of what they have learned from family members
and how that has impacted their practice and ability to meet the needs of students of color. As
mentioned, my intention was that family member participants would share their experiences
within a quality PTR and give examples of what teachers have done to be inclusive of and
responsive to their race or culture.
Once participants were identified, I requested their participation through an email that
contained a letter and video (See Appendix A). At the end of each interview, I used snowball
sampling to gather additional participants. Using these two methods, I gathered seven willing
participants. Recruitment of participants was challenging due to factors related to the pandemic
including an intense spike in COVID19 cases during recruitment and the intense workload on
teachers as a result of the pandemic. However, seven teacher participants neared the initial goal
of ten total participants consisting of teacher and family members. As previously mentioned, the
study was modified to include only teacher participants due to inability to secure family member
participants within the time limitations of the study.
Table. 1
Criteria for Selection of Participants
Participants
Characteristics
for selection

Teachers
Self-identify as white
Maintain collaborative
relationships with the family
members of their students of
color.
● Uses knowledge about
students of color to
positively impact the
●
●

Parents or family members of
students of color
Self-identify as a race other
than white.
● Is the parent, guardian, or
other family member directly
involved in the child’s
elementary education.
● Willingness to participate.
●
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students’ educational
experiences. In other words,
it is responsive to the
individual needs of students
including when related to
race or culture.

Has experienced at least one
positive relationship with
their child's elementary
teacher.
● Has an interest in supporting
school environments that are
responsive to and reflective
of students of color.
●

Positionality
Every researcher brings their own lens and experience to their research. Mason (2018)
points out that bias is intertwined with social interactions. She further asserts that bias, or
perspectives, should not be separated from social interactions because it contributes to the
experience. Rather, researchers should attempt to understand the complexities it brings to the
experience. This is true for my participants as well as for myself. As the researcher of a
qualitative phenomenologically informed case study conducting semi structured in-depth
interviews, it is important to situate myself within this study. Here I present both my professional
and personal positions, not to remove bias, but to allow the reader to have a clear understanding
of how my social experiences contribute to my position within this study.
As was previously mentioned, I am a white, middle-class, suburban raised, Christian
woman that conducted a study which seeks to understand quality PTRs with FoC that positively
impact educational experiences for students of color. My experiences within school are very
different from the parents and students that are the focus of my study. Students and families of
color, to varying degrees, have to navigate the social and cultural norms of the dominant culture
as they attempt to access the educational system (Kim, 2009). The systemic and belief barriers
that FoC navigate do not exist for me.
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As a student I easily navigated school and have earned degrees from three different
Universities. When I enter my own children’s schools, I have ethnic concordance with the
teachers and easily engage in conversation and relationship (Yazdani et al., 2020). With high
levels of social and cultural capital, my children were prepared for school and have also easily
navigated their education. Although I did not face barriers to the educational system as a student
or a parent, I have seen students and families of color face those barriers and have made efforts
to help them navigate or remove barriers on many occasions.
There are many experiences and influences in my life that allow me to create equitable
academic and social environments for students of color and their families. A few of those key
influences are discussed here. Throughout my life I have put myself in situations that allow me
to experience the world outside of my white middle class upbringing. Through these experiences,
I remained open to listen, reflect, understand the impact of cultural norms, and find the beauty in
another way of doing or seeing the world. As I completed my education and became a teacher, I
was still not explicitly aware of the impact of race and culture in education, but I worked to get
to know my students and meet their individual needs. Then, I stepped out of the classroom and
into school leadership. Two defining things took place with this change. One, I was in the
position to receive intense equity training, much of which focused on race and culture and the
impact within education. Two, I was able to see, hear, and experience incidents of
microaggression and racism. The more common were microaggressions, and based on my
reflection, most often had to do with unaligned perceptions and biases.
In recent years, as an assistant principal, I began to reflect on experiences with families
and the impact of family engagement, and to listen and reflect on conversations with and about
family members. I came to the following conclusions: I believe we can do better for FoC if we
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remove systemic and belief barriers within education. I believe we can do better for students
when we work collectively, relationally, and reciprocally with all families and in particular, with
FoC (Ishimaru et al., 2016).
Although I am not within the same organization as my participants, I am a practicing
elementary school principal. I am aware that my involvement may be perceived as a power
differential, as described by Maxwell (2013). Therefore, I disclosed my position to my
participants, explained my goals for the study, and assured confidentiality.
I entered this study as a researcher and an interviewer with a lens of social constructivism
and critical theory (Creswell, 2018). It was my goal to understand what influences teachers’
ability to remove racial and cultural barriers for FoC and create high-quality PTRs, which in turn
influences their ability to provide culturally relevant practices for students of color. My hope is
the understanding gained from this study will transfer to other contexts so others can continue to
remove systemic and belief barriers for students of color and their families. I followed all ethical
procedures to ensure a credible ethical study. This included disclosing to my participants that I
am a proponent of equity and want to see change. Ethical procedures are outlined next.
Research Ethics
Research ethics involve procedural ethics and ethics of care for the participants. Ethical
considerations were taken while determining the methods and throughout the study to ensure
safety and care of the teachers that participated.
Prior to the start of this study IRB approval was obtained as required (See Appendix B).
In addition, approval was obtained by District E, however this document is not shared to protect
the identity of the participants. As outlined here, specific measures were taken to ensure ethical
practices and protections for the participants. During the process of gaining consent from
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participants, I disclosed the purpose and methods of the study, let participants know the study
was voluntary and confidentiality will be kept, and obtained written consent (Creswell & Poth,
2013) (See Appendix C). Throughout the data collection phase, many steps were taken to ensure
care of participants and to maintain credibility. To care for the participants, I established a
trusting rapport and comfortable setting, disclosed the purpose of the study and how the results
will be used, securely stored data, and took measures to thank participants for their time and
participation (Creswell & Poth, 2018). Specifically, to establish trusting rapport and a
comfortable setting prior to the interview, I maintained open lines of communication and timely
replies, provided various options for interview and recording, used friendly tone and expressed
gratitude, acknowledged and listened to participant challenges as they tried to find time, invited
them to grab a coffee or tea and get comfortable for our conversation, shared about myself and
my goals for the study, and provided guiding questions ahead of time. To securely store data, I
downloaded recordings onto a private drive, removed names from all transcripts and used a code
to track participants, and kept files in a private location.
Additionally, I refrained from using leading questions and did not react to participant
responses in a judgmental manner. Other measures to care for participants included my
anticipatory reflection on the impact of the questions, responding to their emotions throughout
the interview, and ensuring they knew they could opt out, take a break, or refuse to respond.
Through the data analysis phase, I utilized measures to ensure confidentiality for the
participants including assigning numbers during data collection and for analysis and reporting.
Ethical measures during analysis included honest and accurate reporting which included multiple
perspectives and any contrary findings that surfaced. Participants had opportunities to review
transcriptions of the interview and the first round of coding to offer feedback through member
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checks. Member checks provide credibility (Shenton, 2004) and this specific type of member
checking allowed participants the opportunity to make additions, retractions, and clarifications of
their transcriptions and the initial codes assigned. However, none were made.
Throughout each phase, I was continuously aware of how my own experiences and
perceptions may have entered the study. With a phenomenological influence, there was a risk of
my own experiences influencing interpretation of the phenomenon. To avoid this, I examined my
experiences and shared relevant examples within this study (Creswell & Poth, 2018). In addition,
I maintained reflexivity throughout each phase of the study to think critically about my methods
and actions, examine my assumptions, and acknowledge “the extent to which [my] thoughts,
actions and decisions shape how [I] research and what [I] see” (Mason, 2018, p. xi). Throughout
this study, intentional steps were taken to ensure both procedural ethics and care for the
participations. Instrumentation and protocols are presented next.
Instrumentation and Protocols
The purpose of this study was to understand teacher and family member experiences
within a quality PTR and how that PTR can effectively be used to benefit student learning. I
conducted semi-structured in-depth interviews to understand the essence of the PTR. Such
interviews presented open-ended questions which sought to understand how individuals have
experienced and made sense of an event in relation to their interpretation of the world (McMillan
& Schumacher, 2010). The interviews consisted of three parts. I opened each interview with
casual conversation to establish rapport, gained consent to record the interview, and reviewed the
logistics of the study (Tracy, 2020). Then, the first interview question was a casual reflection of
family engagement practices in their school(s), which allowed the participants to recall
experiences and relate more directly throughout the interview (Tracy, 2020). Demographic
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questions were placed at the end of the interview due to potential sensitive nature and to avoid
interference with rapport (Tracy, 2018). Finally, I closed each interview by asking the
participants if there was anything else they would like to share, conducted snowball sampling
recruitment, reviewed logistics, and thanked them for their participation.
Interview Protocol
The Interview Protocol includes questions for teacher and family member participants.
However, only teacher participants were obtained for this study.
Table 2.
Interview Protocol
Within an equity
focused school district,
what training or
experiences do
elementary school
teachers perceive as
increasing their
effectiveness in
establishing
collaborative PTRs with
families of color?

TEACHER QUESTIONS
Describe family engagement at your school.
What does it look like in your classroom?
How would you define a quality (productive/successful) parent
teacher relationship?
What skills do you think are necessary to establish and maintain
quality relationships with families? How about specifically with
families of color?
Thinking about all your opportunities to develop as a teacher
including pre-service, in-service training, readings, conversations,
experiences, etc. what has contributed to your ability to establish
and maintain quality PTRs specifically with families of color?
How have you effectively navigated conflict with families?
PARENT QUESTIONS:
From your perspective as a parent, describe family engagement at
your child’s school?
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Tell me about a positive relationship with your child’s teacher.
What qualities or actions make it successful?
If there was conflict or disagreement in that relationship, how did
the teacher navigate that?
As reported by teachers
and families of color,
how have teachers used
what they learn within
the PTR to transform
their practices and create
culturally relevant
experiences for students
of color?

TEACHER QUESTIONS
Tell me about a high-quality relationship with the family member
of a student outside your race or culture.
What is something that you have learned from family members
about their student?
Reflecting on your training and experiences around race and
culture, what practices or responses do you use that are intended to
be responsive to all students? To a specific population of students?
Can you think of adjustments you have made to meet the racial or
cultural needs of an individual or group of students?
Reflecting on your experiences with families, are there things you
have learned through those relationships that give insight into the
student? For example, how they learn, cultural understanding,
other?
How, if at all, have you made adjustments to practices or activities
based on what you learn from family members about their child,
their culture, their race?
Is there anything else you can tell me about how you use the PTR
to benefit your practice and student learning?
PARENT QUESTIONS:
How have your child’s teachers engaged or involved you?
Can you think about your experiences as a person of color within
your child’s school? Reflect on what has been done to be inclusive
or responsive to you? To your race/culture? To your child?
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How, if at all, has the teacher or other staff provided a way for you
to share feedback and knowledge?
How, if at all, has the teacher or other staff created a positive
relationship with you?
Within elementary
schools that have equity
goals, what
recommendations do
families of color and
White teachers have for
increasing the capacity
of the PTR to positively
impact educational
practices?

TEACHER AND PARENT QUESTIONS
What recommendations do you have [for school leaders] to increase
the capacity of the PTR to positively impact educational practices
for students?

Closing:

Thank you for participating in this interview. I appreciate your
willingness to share your personal experiences.
As a reminder, I will maintain confidentiality throughout all stages
of this study.
There is potential for a follow up interview. If so, are you willing to
continue? I will be sending your information to review. Please
respond to let me know if I have accurately represented your stories
and responses.
I will contact you for an opportunity to review my interpretations
and offer feedback, so we can be sure I have accurately represented
what you shared.
Based on the experiences that we talked about, is there anyone else
that you would recommend I talk to?
Thank you again for your time and participation.

Demographic
questions

Teachers:
How many years have you been teaching?
How many years have you been teaching in this school district?
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Family members:
My first language is: [English; Other]
Select all that apply: [My child was born in this country; I was
born in this country; both of my parents were born in this county;
one of my parents was born in this county; two or more of my
grandparents were born in this country]
What do you want me to know about your race or culture?
[open response]
Procedures and Analysis
Knowledge is constructed during interviews as participants share their experiences and
the researcher interprets and creates meaning (Creswell & Poth, 2013). Within this process of
creating meaning, it is necessary to take steps to ensure the meaning is credible, transferable,
dependable, and confirmable as defined by Guba and Lincoln’s criteria (Cohen & Crabtree,
2006). The strategies I used to ensure trustworthiness through the four criteria were embedded in
the data collection and analysis procedures described in this section.
Data Collection
Once I selected participants and gained written consent, I met with each for an in-depth
interview over Zoom. All ethical and interview procedures were followed as outlined above.
Interview transcripts were generated through Zoom, and for accuracy, I reviewed complete
transcripts and compared them with the recording (Patten & Newhart, 2018). Throughout
interviews and as I reviewed transcripts, I took memos to reflect, make connections and
deductions, and record questions about the data (Saldaña, 2021). As I recorded my insights and
made connections within and between interviews, I facilitated deeper analysis (Maxwell, 2013;
Shenton, 2004) and displayed internal validity which increases credibility (Shenton, 2004).
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Data Analysis
Throughout and following data collection, I used inductive and deductive analysis
methods. With a deductive approach, I reviewed transcripts for relationship skills of
communication, conflict management, and cultural competence. Also, I looked for strategies that
were collective, reciprocal and/or relational in nature as described by Ishimaru (2019). My goal
through analysis was to understand participant experiences, look for common themes within their
experiences to gather understanding of a quality PTR, and finally describe the phenomenon of a
quality PTR (McMillan & Schumacher, 2010). The steps of data analysis that I used included
preparing and organizing data, first cycle coding, second cycle coding, and presenting the data
(Saldaña, 2021). It is important to note that these steps were not completed within a linear
process, but occurred cyclically and simultaneously (Creswell & Poth, 2013; Saldaña, 2021).
The first step of analysis involved preparing and organizing for coding. For each
participant I utilized a four column excel sheet which included speaker, transcripts, precodes and
memos, and codes. Transcripts were reviewed for accuracy and placed in entirety into the excel,
as recommended by Saldaña (2021) for novice researchers, along with precodes and memos. I
prepared a focused coding guide (see Appendix D), questions to consider, and memo topics and
prompts (see Appendix E) and referenced them throughout coding (Saldaña, 2021).
The second step of coding is an interpretative process in which the researcher analyzes
and synthesizes the data through two cycles of coding (Saldaña, 2021). The first cycle of coding
involved applying codes, identifying patterns, and making comparisons (Saldaña, 2021). During
this cycle I assigned codes to units of text and continued to add memos about patterns and
comparisons. Types of codes I used included the deductive codes mentioned above and inductive
codes using a combination of in vivo, process, and descriptive codes. During the second cycle of
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coding, I engaged in synthesis of the data and identified emerging themes (Saldaña, 2021).
Throughout this process I combined several codes to formulate concept codes and determined
three overarching themes and several sub-themes for data presentation.
The final step was to prepare the data for presentation. The first overarching theme
included foundational components of a high-quality PTR with FoC which identified skills and
experiences White teachers need to effectively establish and maintain high-quality PTRs with
FoC. Another overarching theme included the benefits of the PTR for students of color which
describes how teachers use the PTR and what they learn to positively impact student experiences
in the classroom. The final overarching theme, recommendations for school leaders, shares
teachers’ insights into actions that school leaders can take to help foster quality PTRs,
particularly for FoC. Through several sub-themes I related data to concepts from the Chapter
Two Literature Review. Descriptions were prepared thoroughly to allow for transferability.
Early in the analysis process I conducted member checks to increase credibility (Shenton,
2004). Member checking in this study involved two opportunities for review. Participants
received the reviewed transcripts of the interview as well as a document with the first round of
coding. With each they were able to provide their feedback including additions, subtractions, and
clarifications. Participants had the option to share feedback electronically or meet via Zoom to
share and record their feedback with me directly. Participants chose to respond via email and
affirm the transcripts and first round of codes. One participant asked for any direct quotes to be
shared prior to finalization, which I did.
In this section I presented several strategies to ensure a credible, dependable, transferable
and confirmable study. In summary, the strategies used in this study included reviewal of the
transcript for accuracy, reflective memos throughout and after the interview process, member
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checks to review and offer feedback on transcripts and initial codes, triangulation through
comparison between participants, self-disclosure statements of my experience within a quality
PTR phenomenon, and accurate representation of the participant experiences during analysis.
Upon completion of the study, my hope is for this study to be transferable to other contexts
which seek to learn about quality PTRs between White teachers and FoC.
Limitations
Limitations of this study included:
●

Parent and family member participants were not obtained for this study due to time
constraints and pressures placed on school staff during the time of the study. The
study was modified when family member participants were not referred to me.
Therefore, a comparison between how family members and teachers experience the
PTR did not take place.

●

This study did not examine PTR experiences within a particular race or culture.
Rather it took a broad foundational approach. Further, it was situated within a diverse
school district in Minnesota and experiences of families and teachers may differ in
other locations.

Conclusion
This chapter outlines the methodology for this qualitative phenomenologically informed
case study which sought to understand the experiences of FoC and White teachers within a
quality PTR, and how the quality PTR has generated knowledge and understanding which
positively impacts academic and social experiences for students. The purpose of this qualitative
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study was met through semi-structured in-depth interviews with teachers within a selected site
and purposeful and snowball sampling. Ethical considerations in procedures and care carefully
guided the planning of this study and continued throughout the research and reporting. This
included acknowledging my personal and professional positionality within the study and taking
steps to avoid outcomes being influenced by my positionality. Data collection and analysis
procedures were designed to ensure the study was credible, transferable, dependable, and
confirmable. In the next chapter I present and analyze the findings that were obtained through the
methods described in this chapter.
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Chapter Four: Data Collection and Analysis
Introduction
Quality Parent Teacher Relationships (PTR) are a key component to creating partnerships
between school staff and the family members of students, often referred to as Family School
Partnerships (FSP). These partnerships are important as they benefit students’ academic and
social progress in school (Yazdani et al., 2020). As I demonstrate in this study, the importance of
the PTR can be even greater for students of color while they navigate public school systems with
primarily White staff. However, as presented in previous chapters, families of color often face
racial and cultural barriers to partnerships with school staff. Therefore, teacher effectiveness in
establishing such partnerships depends on experiences and skills which allow teachers to remove
barriers and connect across racial and cultural differences. This chapter presents the experiences
and perspectives of seven White elementary teachers that, according to their administrators and
their personal narratives, have established and maintained quality relationships with families of
color (FoC) within diverse elementary schools. The presentation of data and analysis are
organized around the three research questions that guide this study:
1) Within an equity focused school district, what training and experiences do
elementary school teachers perceive as increasing their effectiveness in
establishing and maintaining collaborative PTRs with families of color?
2) As reported by teachers, how have teachers used what they learn within the PTR
to transform their practices and create culturally relevant experiences for students
of color?
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3) Within elementary schools that have equity goals, what recommendations do
teachers have for increasing the capacity of the PTR to positively impact
educational practices?
Throughout the study, two concepts lay a foundation for this discussion: proactive efforts
and intentional actions. As demonstrated in this dissertation, the participants proactively and
intentionally established and maintained relationships with family members of their students of
color. Moreover, these two concepts are embedded in the following main themes I used to
organize the findings. These themes are labeled as: 1) Foundational Components of a Quality
PTR with FoC, 2) Benefits of the PTR for Students of Color, and 3) Teacher Recommendations
for School Leaders.
Within this chapter, I begin by analyzing the experiences of White teachers and
examining what has contributed to their ability to sustain quality PTRs with FoC. It was evident
from the data that not one particular component contributed to teacher effectiveness. Rather,
teachers reflected on and demonstrated many beliefs and character traits, experiences, skills in
relational communication and conflict management, and an awareness of their students' races and
cultures and the implications for education. Although the specifics of the components vary for
each teacher, there are elements within each theme that can, in turn, be applied to professional
development for teachers. Next, I present the benefits students of color received when a quality
PTR was in place. Through the relational nature of the PTR, teachers described having learned
more about their students, including family dynamics and home cultures, and thus responded by
finding solutions and creating more responsive environments. Teachers also discussed learning
about broader family needs and as a result found solutions which supported the home
environment for students. Finally, in this chapter I present teachers’ recommendations for school
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leaders which they believe will help remove barriers for FoC and support White teachers as they
work to build relational partnerships, quality PTRs. Teachers’ recommendations include urging
school leaders to provide relationship skills and cultural competence training for teachers,
addressing cultural and language barriers, and creating or rethinking opportunities for families.
Together, their recommendations create opportunities for collective, relational, and reciprocal
collaborations between schools and families (Ishimaru, 2019).
Foundational Components of a Quality PTR with Families of Color
Within the first research question, my goal was to understand what influences White
teachers’ ability to establish and maintain quality PTRs with FoC so that school leaders may
effectively focus professional development efforts. The coinciding set of interview questions
sought to reveal what experiences have impacted the participants and how they interact within
the PTR with FoC. Since the impacting components varied for each participant and could be
infinitely analyzed, I sought to capture those that presented as foundational components. Such
components were determined based on their analyzed contribution to removal of barriers to the
PTR and one or more of the following, a) recurrences within the participant sample, b)
connection to an impactful participant experience or story, or c) are related to literature in
Chapter 2. To address the first research question of understanding what influences White
teachers’ ability to establish and maintain quality PTRs with FoC, I categorized the foundational
components into the themes of beliefs and traits, experiences, effective communication, conflict
management, and intercultural competence, as seen in Table 3. These should be considered a
sample and not an exhaustive list of the participants’ characteristics, since what makes up a
person is complex and only parts are revealed in an interview and identified through analysis. I
begin the discussion on foundational components by describing the revealed beliefs and traits of
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White teachers that contribute to their awareness of and work to minimize or remove racial and
cultural barriers for FoC, and that contribute to a quality PTR.
Table 3.
Foundational Components of a High-Quality PTR
Foundational components

Results exhibited by participants

Teacher beliefs:
In the importance of the PTR
It is the teacher’s role to establish the PTR
Families being a wealth of knowledge
Many forms of family involvement
Families care about and are dedicated to
student’s education
Teacher traits:
Willingness, listener, humility, empathy,
confidence, take the extra initiative
Desire to: improve as an educator, learn
about race and culture, connect with
families

When teachers hold positive views of families,
they are more likely to take the role of
establishing partnerships (Arce, 2019).
- Teachers initiated relational interactions
- Teachers created reciprocal opportunities
- Teachers learned more about the
individual students’ cultures, races, and
families which allowed them to be
responsive and to create more relevant
experiences for students.
- Barriers challenged: Deficit views of
families, Perception barriers, Bias barriers

Real life learning experiences
Teachers reflected on racially and
culturally diverse experiences
Intentional learning experiences
Learning pertained to race and culture.
Most teachers did not receive training in
family engagement or relationship skills.
No teachers received training in
communication skills or conflict
resolution.

White teachers felt their interracial and
intercultural experiences contributed to their
ability form collaborative relationships with FoC.
Through their experiences participants:
- Dispelled ideologies such as
colorblindness and savior mentality
- Gained deeper understanding of culture
- Gained deeper understanding of impact of
race and culture in education
- Learned about specific cultures and
cultural experiences

Effective communication:
Two-way communication
Initiate positive communication
Attentive listening
Relational approach
Speak openly
Technical strategies
Strategies to overcome language barriers

-

Created pathways to relational and
reciprocal PTRs with FoC
Established trust and positive rapport
Learned about individual students and
became more culturally responsive to
better meet needs of the child
Created more understanding and clarity
between home and school
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Conflict management:
General strategies
Approaches to difficult conversations
Responses to confrontation
Strategies included: proactively establish
trust and rapport; relational approach;
sensitivity to cultures, previous
experiences, and family background;
discussed incidents and concerns with
factual examples free from judgmental
language; remained solution and child
focused; did not respond out of emotion or
take parent emotion personally; highlight
positives of the child; thoughtful planning;
pattern of listen, validate, own mistakes,
ask for clarity, and offer solutions;
persevere to resolution; maintain team
mentality with family.

-

Intercultural competence
Being culturally aware
Reflected on own beliefs, values, culture
Reflected on other beliefs, values, cultures
Valued cultural knowledge from families
Identified differing cultural norms
between homes and school
Intentionally learned about cultures of
students and their families
Setting the environment for students
Set up environments and practices that
embraced and reflected students’ races and
cultures

-

-

-

Maintained relational PTRs
Perceived that they interrupted negative
family perceptions about teachers
Effective conflict management created
opportunities for positive changes for the
student’s educational program

Gained deeper understanding of impact of
race and culture in education
Adjusted school norms and/or helped
student adjust to school norms
Demonstrated respect for cultural norms
Created opportunities to validate and
affirm students’ cultures
Established high-quality PTRs with FoC
Students had opportunities to: be reflected
in the classroom content; contribute
within the classroom; share their voice;
use or receive relevant strategies; talk
about race; share their culture

Beliefs and Traits
The participants in this study demonstrated and expressed positive beliefs and views
about families of their students. Teachers believed it was their role to establish the PTR, that
families bring valuable input and knowledge to the PTR, and that families care about and are
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dedicated to their child’s social and academic success. These beliefs were foundational for
teachers’ ability and willingness to take the role and establish quality PTRs with FoC.
Teacher Beliefs About Families of Color
As a foundation, every participant explicitly expressed or demonstrated belief in the
importance of the relationship with families and that it is the responsibility of the teachers to
form them. One participant, exemplifying this belief shared by all participants, summed up his
thoughts in the following way:
I can’t emphasize enough my fundamental belief that we’re doing this together. And that,
yes, I get paid to teach students, but I can’t do it effectively without a partnership. And
fostering those relationships really helped. And without it, it doesn’t work as well, and so
I think that intentional relationships matter, and it is our job to form them, not the other
way around. Well, the parents don’t call me, okay, I call them.
Each participant expressed or demonstrated a belief in their responsibility to form relationships
with families. Demonstrative examples included making proactive phone calls, facing conflict,
inviting families to events, making home visits, willingness to listen and learn from families,
empathy expressed for families that faced barriers, and efforts to collaborate. As Baker et al.
(2016) revealed, it is important for educators to acknowledge the responsibility they hold in
initiating communication and creating accessible opportunities for families. Through their
actions, teachers within this study worked to remove barriers by creating a welcoming pathway
to the PTR (Mapp & Kuttner, 2013). Since teachers held positive beliefs about families, they
were more apt to take the role of establishing a connection with them (Arce, 2019).
Another foundational belief of the participants was that families bring a wealth of
knowledge to the PTR. One participant said, “It’s a kind of a partnership and yet it’s not because
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really the parents are the top.” She referred to parents as the experts, indicating that they know
their child’s strengths, needs, and history better than anyone. Other comments from participants
included that they “learn from every family” and that family members “have a lot to contribute”.
Other contributions of families mentioned by participants included supporting the child’s
learning at home, preparing food for school celebrations, and learning about school curriculum
themselves. Within this belief and the resulting actions, the participants contributed to a
directionality shift as described by Ishimaru (2019). Rather than operate from a unilateral
approach in which schools hold and deliver information, teachers relied on reciprocal
relationships with families and valued the knowledge they shared. Participants demonstrated
reciprocity through their actions as they sought input from families for the purpose of creating
more effective educational practices for students of color (Baquedano-López et al., 2013).
Teacher participants in this study primarily discussed gaining knowledge from the families as it
pertained to their child and cultural understanding. Whereas, at an organizational level, an
interpretation of the reciprocal approach would include drawing on family knowledge for
decision making about policy, programs, and curriculum (Ishimaru, 2019). The participants
shared examples of reciprocal actions by their schools and District E that can be found later in
this report. Teachers’ beliefs in family knowledge and value of family contributions, were
foundational in creating pathways for deeper reciprocal PTRs with FoC.
Teacher participants in this study expressed belief that families care about and are
dedicated to their child’s education, which opened them to creating connections with families.
This contradicted common deficit views that families are uncaring and uninvolved which can
make teachers less likely to initiate or engage in a PTR (Arce 2019). Teachers in this study
acknowledged barriers such as work schedules, language, and previous experiences as
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preventing families from engaging in school, not a lack of caring or desire. They also described
taking the time to learn about families and were careful not to make assumptions about what
barriers they faced. Participants also demonstrated a broad view of family engagement as they
shared about families that attended curriculum tutor sessions, provided at home support,
collaborated with school staff, attended English Language classes, worried about barriers they
faced, and held academic or social goals for their children. One participant talked about the
inherent trust that families have and that they send their very best with their students. Participants
all expressed or demonstrated the belief that families are unique and it is important to know them
individually.
As the teacher participants acted on their positive beliefs and views of FoC, they worked
to address barriers that are often created through deficit views and a unidirectional approach
(Arch, 2019; Ishimaru, 2019). They created pathways that supported two-way communication
and collaboration because they believed they were important and possible. Several common
traits were evident as the teachers spoke about quality PTRs they have experienced, and these are
the focus of the following section.
Traits
Throughout their interviews, participants spoke about and demonstrated character traits
that, according to the literature reviewed in Chapter Two, are likely to have contributed to highquality PTRs. In addition to the traits of being proactive and intentional that were previously
mentioned, reoccurring traits included willingness, listener, humility, empathy, confidence, and
going the extra mile. As they shared stories and experiences, participants described a general
willingness to do what it takes to become a better educator, learn about culture and race, and
connect with families. They engaged in experiences outside their norm, asked questions and
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were vulnerable, admitted mistakes and what they did not know, made changes, took initiative,
were reflective, and spent the time. Additionally, each participant demonstrated care about their
work, their students, and their families. One participant used the mantra, “I see you and I like
what I see”.
Another trait that came to the surface that deserves discussion is taking extra initiative, or
what I call “going the extra mile”. All participants demonstrated actions that were beyond the
scope of a teacher contract. Such actions included helping family members with immigration
paperwork; finding various resources, making sure the families could access those resources, and
following up to make sure they did; donating items such as clothes, food, housing items; raising
or donating funds; listening to personal or home struggles and offering support or
encouragement; shared personal stories or connections; and more. The purpose of this discussion
is not to indicate that teachers need to meet such needs to establish quality PTRs with FoC.
However, my intent is to thoroughly discuss the traits of the teachers in this study. Additionally,
this trait is an indicator to school leaders to be mindful of the extra tasks their teachers are taking
on so they can, in turn, provide teachers support and affirmation. This will be further discussed
in Chapter Five recommendations.
The beliefs and traits I presented here are not exhaustive of what makes up the
participants, but were selected as foundational because they open pathways to the PTR for FoC
and for their a) recurrences within the participant sample, b) connection to an impactful
participant experience, or c) are related to literature in Chapter 2. These teachers’ beliefs are
considered foundational, because when teachers acted on these beliefs and traits, they dispelled
negative beliefs and participated in relational and reciprocal PTRs. The teacher trait of
willingness allowed them to learn more about culture and race, and take the time to engage with
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the families. The next foundational component is the experiences of the participants that
impacted their ability to establish and maintain quality PTRs with FoC.
Experiences
As White teachers reflected on what has impacted their success in quality PTRs with
FoC, they spoke of various life experiences and learning opportunities that were provided
through in-service, pre-service, or personally sought out. Teachers perceived that both life
experiences and learning opportunities contributed to the teachers’ cultural competence and
ability to connect with students and families outside their race and culture.
Real Life Experiences
As the participants reflected on what influenced their ability to create quality PTRs across
race and culture, they overwhelmingly spoke about their life experiences. One participant stated
that it was 100% the real-life experiences and interactions with people that influenced her ability
to make connections with individuals outside her race and culture. Several of the participants did
not have diverse upbringings but began jobs in diverse settings, referred to by one of the
participants as “education by immersion”. Throughout her experiences she moved from a
mindset of colorblindness to one that celebrates and honors differences, creating a critical shift in
her thinking about race:
Colorblindness isn’t a good thing; you need to look and celebrate and honor everyone’s
differences and everyone’s perspectives. And that was a turning point in my career, I
became a much better teacher, I became a better listener. And really came to grips with
my own culture, along with cultures around me, and really having that desire to
constantly be learning and figuring out how I can better myself. Then in turn providing a
better experience and environment for others…education by immersion.
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Another participant spoke about an influential mentor in his first job within a diverse school. At
the time an older African American staff member recognized the care that he had for students,
but told him he needed to know more about the inner city and about the hood, in his words. The
participant did not back away but said, “Tell me more.” During several honest conversations
with the other staff, he remained vulnerable to learn about the lives of the students. One of his
valuable insights was the importance of a community meal. During a celebration meal, as he sat,
talked, and ate with his students, he connected with them and learned about them. During the
conversations and experiences in the school, he said it was important to be okay being
uncomfortable, talking about race, asking questions that might be ignorant, and hearing the truth
about differences without taking offense. He said doing so “opened my eyes”.
Participants described several other impactful life experiences that influenced their ability
to foster PTRs with FoC. One teacher taught in a city in a Southern state that had 90% students
of color, primarily African American and Vietnamese. Then she taught in a Western state where
the majority of the students were Latinx. There she received English Learner training which she
applied to her entire class. Influential experiences for another participant included many years
working with families, experiences with people that were homeless, time spent tutoring a family,
being able to speak Spanish and English, and working with the same families for multiple years.
Another participant described her experiences helping a family member navigate the school
system in another country for a child with special needs. She said this gave her a greater
perspective of how hard it is for families to interpret education and empathy for what families
might be going through. Yet another participant described the initiative she took to know more
about students and their families, to engage in the community events, attend students’ games,
and observe or collaborate with peers to find effective strategies or approaches. One participant
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referred to the influence of his upbringing in a racially diverse school community and around
racially and culturally diverse family friendships. This upbringing gave him a comfortability
around diversity and he was never afraid to engage with people outside his race or culture. He
grew up with an inherent view that, yes there are cultural differences but that “we are all on this
planet together…we are all equal in the eyes of a higher power.” Initially coming into the field of
education with good intention, he held a savior mentality which he described as somewhat
cringeworthy now. He “quickly realized that I’m no savior at all, however…what can I be, I can
be an advocate for all”.
Another type of life experience described involved opportunities to hear from others
about their cultures. District E created reciprocal experiences to gather input from families for
the purposes of creating more equitable educational experiences for students and removing
barriers for FoC (Baquedano-López et al., 2013; Ishimaru, 2019). One example included a panel
of community members that spoke to school staff about the cultural norms that were often
misunderstood and created conflict or barriers for students and families. Another example
included a video project in which students of color shared experiences of how they were treated
negatively in school based on their race or culture. Participants shared that these learning
experiences helped them have a deeper understanding and respect for other cultures, and for the
students and families. Following the video project, participants wanted to hear more, wondered
how it could be expanded, and stated the need for action based on what was heard.
Teachers understand cultural diversity and hold bias based on their own experiences
(Sanders-Smith et al., 2019), therefore, White teachers with more diverse experiences are likely
to have a deeper understanding of culture and therefore are more likely to effectively engage
with families of color. The participants in this study had diverse life experiences which
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contributed to their intercultural competence. In addition to their experiences, participants
engaged in learning opportunities which impacted their ability to engage in quality PTRs, which
I share next.
Intentional Learning Experiences
Participants in this study never received explicit training in fostering effective
partnerships with families or related skills, which was expected based on literature presented in
Chapter 2 that found teachers rarely receive training that prepares them for relationships with
parents and therefore leads them to feel unprepared (Epstein, 2018; Lasater, 2016). However,
participants referred to learning opportunities which supported their ability to connect with FoC.
Only one out of seven participants mentioned training related to families, this was the most
recent graduate of the group. Her experiences were described as follows:
We spent a lot of time reading articles and discussing different families’ experiences, and
trying to learn about how a parent might feel if they didn’t have a good experience with
school. And how that could even set them up going into the classroom, like maybe they
already have all these preconceptions of what school will be like. So, trying to have some
empathy with that. Those were helpful for sure.
Through such discussions, she began to think outside her own perspective and understand family
needs, which may have impacted her ability to identify and shift inaccurate perspectives and
negative bias about families (Ratliffe & Ponte, 2018).
Although teachers lacked training directly related to family partnerships or related skills
such as communication or conflict management, they referred to various training that increased
their intercultural competence and hence their ability to effectively partnership with FoC. School
District E demonstrated dedication to racial equity and the community by providing in-service
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trainings which were reflective of the community and its current needs (Lasater, 2016).
Participants mentioned equity work through National Urban Alliance, Courageous Conversations
(Singleton, 2015), Culturally and Linguistically Responsive Teaching (Hollie, 2011) and Avid
(Avid Center, n.d.) Many of those opportunities were effective due to their ongoing job
embedded nature or coaching element (Trumbull et al., 2020). One participant discussed the
impact of small group courageous conversations within his school. He expressed that not only
for himself, but it was also an impactful opportunity for new teachers to the school. Participants
also mentioned self-selected opportunities that were impactful such as books, articles, podcasts,
workshops, seminars and other readings. Although training was not focused on family
relationships, White teachers increased their intercultural competence which influenced their
effectiveness in the PTR with FoC.
Overwhelmingly, White teachers felt their interracial and intercultural experiences
contributed to their ability to connect and form collaborative relationships with FoC. Such
impactful experiences for the participants included learning from and reflecting on diverse life
experiences, opportunities to hear from students and families of color, job embedded or ongoing
cultural and intercultural competence training, and open conversations about race and culture.
Although school leaders cannot determine many life experiences, they can create opportunities
for teachers to engage in diverse interactive experiences. Teachers in this study had opportunities
to gain intercultural competence, but did not experience training which focused on building
partnerships or communication skills such as attending, listening, responding, resistance training,
or understanding family background and dynamics (Gisewhite et al., 2019; Lasater, 2016).
Despite lack of training, all teachers demonstrated effective communication skills, which I
present next.
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Effective Communication
Each participant demonstrated highly effective communication despite a lack of training.
Teachers relied on two-way communication to establish trust and rapport with families, which
are essential components of effective communication in the PTR (Gisewhite et al., 2019;
Leenders et al., 2019; Mapp & Kuttner, 2013). Teachers said the purpose of open communication
was to better meet the needs of this child, and ensure understanding and clarity. Common
methods teachers used to establish two-way ongoing communication included initiating positive
communication, listening to build trust and learn about the student, using a relational approach,
speaking freely, and other logistic methods. Teachers also addressed their strategies and
challenges when attempting to remove language barriers.
Teachers Initiate Positive Communication
Participants in this study described taking initiative and established positive rapport with
families, which may have contributed to the willingness of families to share and more openly
collaborate with teachers. Teachers used several strategies to create positive rapport. For
example, they started conversations with the good, expressed care for students, invited families
to be open and honest, kept an open-door policy, personally reached out to invite families to
events or into the building, and made early positive phone calls home. Teachers believed that the
effort they took to establish a quality PTR contributed to more effective navigation of conflict
and collaborative problem solving later on. By initiating communication with families, teachers
created opportunities to interact reciprocally and relationally which assisted in the removal of
barriers and opened pathways to the PTR (Baker et al., 2016; Ishimaru, 2019).
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Listening
Listening was stated as the most important factor of creating quality PTRs with FoC and
filled two primary purposes for teachers. One, it was a key factor in establishing trust for a
quality PTR, and two, it was a method to learn about the student on multiple levels. Teachers
actively listened to families as they shared personal and home struggles. One participant
acknowledged that sometimes they just need a listening ear, and another said they open up just
knowing that someone cares. Through actively listening, teachers described gaining valuable
insights about the students which allowed them to create more responsive environments. They
described gaining deeper understanding about family culture and background, beliefs and
concerns, and student social and academic history, which aligns with Gisewhite et al. (2019).
Such deep understanding may have contributed to teachers’ ability to more accurately perceive
families and subsequently, allowed them to identify inaccurate perception and bias barriers
(Ratliffe & Ponte, 2018). Participants described being careful not to make assumptions which, in
turn, better equipped them to receive information and, hopefully, gain an accurate understanding
of students and their culture. One participant said rather than make assumptions, make
observations by “keeping your eyes and ears open, and take in what the child and family have to
say…and watching too, using visual cues”. One participant said simply, “Assume nothing,
everyone has a story.” Approaches teachers used to listen and create trusting rapport were
through the back door approach and general relational conversation.
Relational Approach
One participant described personal conversations as the “single best way to relationship”.
Participants demonstrated a value in taking time to sit down and talk with families about things
not related to school. The backdoor approach, as described by two participants, and other
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relational approaches contribute to trustful relationships as they offer opportunities for informal
interactions (Leenders et al., 2019). One participant described talking about the weather, asking
about their day, and other general topics. Two other participants described joining families for
meals at their homes. Not only did relational approaches involve listening to families, but also
sharing about themselves. One participant found that as she shared about her language
background and experiences with families, they were more willing to share too. She said it
opened a two-way street. Another participant agreed that being vulnerable and making
connections with families made them more willing to connect and share back. Another
participant used her outgoing personality, silliness, and sarcasm to connect with families and to
get them to laugh. Each of the participants made connections through relational approaches.
Through such proactive and intentional communication that included taking the time and
showing an interest in the families, teachers opened the door to quality PTRs.
Speak Freely: Teachers and Family
Through relational approaches and active listening, teachers created spaces for honest
two-way communication which benefited student progress and impacted teacher practices. When
established, both teachers and family members shared successes, struggles, concerns, and goals
for the students. Such honest relationships, one participant described, allowed the teacher to
comfortably ask family members questions and inquire how they can help. One participant found
that speaking the truth freely about concerns, without sugarcoating, earned respect by family
members. Honest communication, rooted in trust, opened pathways to collaborative solutions.
Other Logistics
Effective communication includes technical practices and human practices, described one
participant. In addition to already reviewed human practices, participants relied on many
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technical practices, which I refer to as logistical. Teachers in this study demonstrated logistical
practices of consistent, ongoing, timely, and positive contact with parents. One participant cited
the practice of keeping track of contact as a part of being intentional and reaching all families.
Another strategy of teachers was to use a variety of methods for contact such as phone, email,
text, apps, and google voice. In another strategy, some teachers asked parents their preferred
method of communication and relied primarily on that method.
Language barriers were the greatest ongoing barrier to communication expressed by
participants. Teachers made attempts to remove the barrier through the use of language line, their
own bilingual abilities, and technology with built in translation such as email and apps. These
methods were successful in some cases. However, teachers continued to express that language is
a persistent barrier to communication and therefore a barrier to establishing quality PTRs. Using
logistical communication practices opened some pathways for some families to access PTRs and
FSPs with participants in my study (Baker et al., 2016; Ratliffe & Ponte, 2018), however
language barriers remain difficult to completely or consistently remove.
As one participant stated, relationships start during open house. Teachers attempted to
create welcoming and respectful climates through effective communication skills which were
intended to lead to quality PTRs (Ratliffe & Ponte, 2018). Despite lack of training, teachers
demonstrated skills taking initiative, listening, being relational, speaking freely, and other
logistical practices. How to completely and consistently remove language barriers for families
remains an area for further study. As presented next, participants also demonstrated effective
conflict management skills as they navigated conflict and maintained quality PTRs.
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Conflict Management
The participants in this study describe having rarely experienced conversations that
became confrontational or unmanageable conflict in their PTRs. Yet, conflict is inevitable
(Goksoy et al., 2016) and teachers were well equipped to manage difficult situations in a way
that preserved the relationship. Teachers relied on relational approaches which, they hoped,
effectively balanced out negative messages. As one participant explained, frequent negative
interactions create barriers as defenses go up, but through relational approaches families gain a
sense of who you are and their internal barriers go down. Effective conflict management
strategies used by participants were demonstrated through general strategies, how they prepared
for and approached difficult conversations, and how they responded to confrontation.
General Strategies
For the participants, the most critical conflict management strategy was proactive
relationship building. When quality PTRs were established, it was easier for participants to
introduce concerns and respond to family concerns. Through a relational approach, participants
connected with families, shared relatable examples of their own, worked to turn negative
conversations into positive ones, and described even getting families to laugh before the end of
the conversation. One participant described how an angry parent became her biggest advocate.
Two participants shared that sometimes they needed to step back and follow up later to resolve
the conflict.
Participants also described demonstrating sensitivity to family cultures, previous
experiences and background. When a previous negative experience would surface, one
participant reassured family members, “I told you… that’s not how we do things here” and
geared them back towards effective teaming. Another participant discussed the importance of
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cultural understanding in regards to behavior, since expectations for behavior are not always
consistent across norms. Teachers opened behavior discussions by presenting factual details free
from judgmental language and shame. One participant described using factual statements yet
avoiding a laundry list of negative behaviors as it can lead to defensiveness.
Additionally, throughout concern related conversations, teachers in this study remained
focused on solutions and the needs of the child. They did not respond out of emotion or take
conflict personally. In doing so, they potentially removed perception barriers within the PTR
(Frolova et al. 2019) and created a space for positive changes for students (Lasater, 2016).
Approaches to Difficult Conversations
At times, all teachers will need to present families with negative information or concerns.
Participants expressed the importance of clearing up misunderstandings, making difficult phone
calls, and not being afraid to reach out when there was a concern. The teachers in this study were
aware that their approach in delivering negative information impacted how families responded.
Participants spoke about being prepared with complete details and solutions before calling
families. To start, all participants began conversations relationally or with a positive message.
One participant used the mantra, “start with good and go to hard”. Another said to provide the
positive, the negative, and the support. Two participants relied on the compliment sandwich in
which they presented a positive trait of the student, discussed the problem and attempted
solutions, and closed with another positive. Some participants described the back door approach.
They attempted to defuse or avoid a power struggle by relating to families through comfortable
conversation before bringing up concerns. The approaches used by participants to bring up
concerns with families were consistently relational and included thoughtful planning.
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Responses to Confrontation
During confrontation from family members, teachers demonstrated understanding and
empathy for the family through comments such as, “the families [react in such a way] because
they want the best for the kids” and “[I] try to be sensitive to how they might be feeling
...embarrassed”. I point this out not to dismiss the behavior toward teachers or insinuate that it
should be tolerated. Rather, to show that even when the participants were confronted with
negativity, their approach turned the conversation into productive conversations which preserved
the PTR. The general response pattern described by participants was to listen, validate, own
mistakes, ask for clarity, and offer solutions. Participants also noted the importance of
persevering through conflict and reminding families they are a collaborative team.
The number one strategy described by participants was to listen, and to listen a lot. Every
participant conveyed the importance of letting parents express themselves even when emotional,
and even when venting. Sometimes, that was all parents needed and then they regrouped.
Listening closely was important because sometimes it changed the teacher response or provided
a clue to defuse the situation. Once families fully expressed themselves, it was important for
participants to move the conversation forward. Participants affirmed families, their concerns, or
their situations. When relevant, teachers owned their part in the situation or made an apology. If
needed, teachers asked for clarity or used prompts such as one teacher’s prompts of help me
understand, help me help your child, or help me do better. Once teachers understood the
situation, they offered solutions. One participant summed up responding as “I see you, I hear
you, and here’s what I can offer”.
Participants also revealed the importance of persevering through conflict to reach a
resolution. They did so by letting families know they are trying to get to a solution, being ok
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bumbling through, not taking the confrontation personally, and remaining calm. By doing so,
teachers avoided breaking down the PTR through unresolved conflict that leads to avoidance or
withdrawal (Lasater, 2016). A final strategy used by participants was to remind families that they
are a team and that “We need to figure this out, how we can support the student.”
Unresolved Conflict
Unresolved conflict in the PTR leads to negative consequences for students (Goksoy et
al., 2016; Lasater, 2016), but despite positive and effective efforts of teachers, it does sometimes
happen. Among these seven teachers, there was only one incident in which conflict escalated and
was not resolved. In that extreme ongoing situation, the teacher relied on her administrator and
school policy for support and guidance. In the end, one of the parents was not allowed on
campus and they created a plan for minimal contact. Extreme situations such as this demonstrate
the need for the broader Family School Partnerships (FSP) beyond the PTR and the systemic
support it can provide. In addition, this demonstrates that administrators need conflict
management skills to guide teachers through conflict, to know when and how to step in, and to
have strategies to handle escalated situations that have passed resolution, even if temporarily.
Conflict is inevitable and will happen as long as there are foundational differences
between parties (Goksoy et al., 2016) however, teachers in this study described their experiences
establishing trusting relationships and focusing on goals for the child which supported their
ability to navigate conflict and preserve the PTRs (Frolova et al., 2019; Mapp, 2003). This
demonstrates that it is important for teachers to have effective conflict management skills. So far,
I have presented the beliefs and traits, experiences, and communication and conflict management
skills as contributing components to effectiveness within the PTR. However, cultural
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competence is the overarching component which influences each of the already presented
components.
Intercultural Competence
Being Culturally Aware
Teachers in this study openly discussed students’ races and cultures and demonstrated
awareness of the impacts that race and culture can play in education. Throughout many
experiences, teachers reflected on their beliefs, values, and cultural practices which allowed them
to gain a deeper understanding of the impact of race and culture (Joshi et al., 2005; Trumbull et
al., 2020). As previously discussed, teachers also valued cultural knowledge from family
members, another important aspect of being culturally aware (Sanders-Smith et al., 2019) and
establishing a quality PTR with FoC. Each teacher found value in learning about differences in
race and culture and made efforts to do so.
One impactful area of reflection centered around different norms between home and
school culture, which teachers felt were important to learn about and honor. Teachers shifted
their perspectives and realized certain actions were not misbehaviors, rather cultural norms.
When the teachers had a broader understanding of a student’s cultural norms, they were better
able to help the student adapt to the school norms when appropriate, to adjust the school norms
to be more culturally supportive of the student, and respectfully discuss behavior with families
when needed. However, whether to help the student adjust or to adjust school norms can create
an internal school conflict. One teacher explained that when students wore their pants below
their waist, some teachers required them to get a belt or tighten belt loops with string. As a result,
it became a power struggle. However, the teacher in this study chose not to draw attention, and
therefore it was not an issue in her classroom. She felt it was a matter of picking what was

84
important, “What is it you truly want to have happen for this student? Do you want them to be
able to read or do you want them to have pants pulled all the way up to their waist? Figure it out,
what’s going to get them further in life.” Such awareness reduced conflict related to cultural
norms for the teacher and her students. As previously discussed, it is also important to be aware
of cultural norms and practices to be respectful of them. Some examples include hand signals,
eye contact, fears, and levels of respect for different individuals.
Another area of reflection centered around self-awareness. Teachers all spoke about
experiences that allowed them to understand other cultural perspectives and how those
experiences changed them in some way. One teacher talked about being aware of her
perspectives while acknowledging others. Some teachers mentioned their privilege and being
mindful of how that impacts their interactions with others. A couple teachers described taking
time to reflect on their own culture and how it compares to other cultures. With the expectation
of one teacher, they all had opportunities to reflect on their own values, beliefs, and practices
through professional development in District E.
Some teachers demonstrated in depth awareness of specific populations of students and
how common barriers impact those populations. As previously mentioned, I did not focus this
dissertation on a specific race or culture, but emphasize how important it is to be aware of and
learn about the races and cultures within the school community. Two teachers mentioned intense
barriers of racism that the Latinx population faces and the impact this has on students. One
teacher spoke of the need to embrace multicultural and multilingual learning and his desire to
move that forward. Another participant spoke about the American culture of individualism and
how that is at odds with many students’ cultures. Teachers spoke of the importance of finding
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ways to validate and affirm their students’ cultures. They described doing this by setting up an
environment that does so.
Setting the Environment for Students
From what was described in interviews, teachers in this study demonstrated intercultural
competence and took actions to create environments and practices that embraced and reflected
students’ race and culture. They took time to connect with students, learn about their culture,
understand their home experiences, showed authentic and empathetic care, and responded to
what they learned. To create culturally relevant classrooms, teachers gave opportunities for
students to contribute in several ways including sharing, giving input within lessons, making
choices, providing opportunities to lead, and through projects. Other opportunities included
alternate ways to respond, use of manipulatives, sharing their own culture in conversations or
projects, exploring their interests, and giving time and space to move or be loud.
Teachers also made efforts to use a curriculum that was accurate and reflected the
students. They intentionally exposed different cultures and backgrounds, shared multiple
perspectives, represented the students in the classroom, avoided perpetuating stereotypes, and
provided accurate but varied representations of topics. An example of accurate but varied
materials was when a teacher searched to find picture books that showed cities in Mexico
because her current books about Mexico all depicted villages. Several teachers talked about
using books that represent the students, provide broader perspectives or representations, or
encourage student interest.
Another way some teachers set up culturally relevant environments was to attempt to
normalize talking about race. These teachers spoke openly about race and culture in their
classrooms, taught students about what makes up culture, provided opportunities to showcase
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culture, addressed incidents of disrespect or microaggression, and used opportunities to teach
students about differences. One teacher was preparing to use the book, Don’t Touch My Hair by
Sharee Miller to address a related issue her students were experiencing.
Finally, teachers sought for ways to reflect students’ cultures throughout their day. They
looked for videos, books and other visuals that reflected the students in their classrooms. They
were attentive to names and types of food mentioned in math problems and other materials and
made them relevant to students in the classroom. When there was a language barrier for students,
use of visuals was even more important to not only reflect the students, but to reflect objects and
help them learn words.
Establishing classroom practices that were supportive of students’ race and culture were
not only helpful for the students, but such actions increased the teacher's ability to connect with
the family. As one participant said, when the kids are good, the parents are good. Another said,
they just want to know their kids are ok in school. Intercultural competence is a primary
component in White teacher’s ability to establish and maintain quality PTRs with FoC. Their
intercultural competence influences their beliefs and therefore how they interact with families.
Summary: Foundational Components Toward Quality PTRs with FoC
To answer the question, within an equity focused school district, what training and
experiences do White elementary school teachers perceiving as increasing their effectiveness in
establishing and maintaining collaborative PTRs with families of color, I presented the themes of
beliefs and traits, real life and intentional learning experiences, effective communication
practice, conflict management strategies, and intercultural competence. These components are
interwoven as each one influences the other. Overwhelmingly, this section demonstrates the need
for school leaders to create opportunities for teachers to engage in diverse interactive experiences
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which foster intercultural competence, effective communication, and conflict management skills.
Such experiences, as this dissertation demonstrates, will equip teachers for quality PTRs with
FoC, which ultimately lead to academic and social benefits for students of color.
Benefits of the PTR for Students of Color
The goal of my second research question was to gain insight into how teachers use the
PTR and what they learn through relationships with families of color to positively impact student
academic and social progress in school. As presented throughout this study, teachers' narratives
suggest that they attempted to interrupt perception and bias barriers for families and create
pathways of access to the PTR. Consequently, it appears they created opportunities to support the
academic and social progress of their students. I organized this section into four types of actions
that resulted in benefits for students when racial and cultural barriers were addressed and highquality PTRs were established, also summarized in Table 4. The first type of actions presents
benefits that took place when teachers and family members shared concerns and found solutions.
This is followed by understanding family dynamics, addressing broader family needs, and deeper
cultural awareness. This section attempts to answer the second research question by identifying
how teachers have made changes within their practice to create culturally relevant experiences
for their students of color, based on what they have learned in the PTR.
Table 4.
Benefits of the PTR for Students of Color
Teachers expressed that their students of
color benefitted when:

Teachers described the following benefits
for students:

Teachers and family members shared
concerns and found solutions
- Teachers gained insights about
strengths, struggles, interests,

Benefit: Teachers added specific academic,
social and behavioral supports for students
- Provided academic practice for home
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personality, academic background,
effective home strategies, family
background, and social and academic
concerns

-

Provided extra academic scaffolds that
increased confidence and skills
- Addressed social issues and concerns
- Incorporated new behavior techniques
- Used common language between home
and school
Benefit: Teachers and family members
engaged in collaborative goal setting and
strategies
Benefit: Some students were motivated by the
collaborative efforts between home and
school.

Teachers had a greater understanding of
family dynamics and things impacting the
student’s day. They learned about:
- Family beliefs, family or child history,
cultural norms, parent language
barriers, parent schedules, struggles the
family faced

Benefit: Teachers had greater understanding
of the child and could respond accordingly
- Connected better with students
- Adjusted curriculum and lessons
- More sensitive and responsive
Benefit: Teachers learned what was impacting
a child’s day which allowed them to make a
targeted response
Benefit: Reduced teachers’ assumptions and
teachers learned about actual barriers families
were facing

Teachers addressed family needs
- School related family needs:
language barriers, curriculum
questions, navigation of school systems
- Non-school related family needs:
finding or supplying resources, filled
out paperwork, listened to stories and
concerns, shared advice and
encouragement, acted as primary
contacts for families new to the
country

Benefit: Teachers provided language support
for families
Benefit: Teachers shared information,
clarified the purpose of services and programs,
and described necessary process/steps
Benefit: Teachers believed that parents gained
understanding about how a service or program
would benefit their child
Benefit: Teachers helped find resources or
acted as an advocate that filled family needs

Teachers gained deeper cultural awareness
- Teachers became aware of specific
barriers a student or family was facing
- Teachers learned cultural norms of a
student/group of students and made
adjustments to practices

Benefit: Teachers worked to address racial
and cultural barriers for students and families
Benefit: Teachers created more culturally
relevant environments for students
Benefit: Teachers provided targeted responses
based on what they learned about a specific
child
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-

Teachers more deeply understood the
impact of language and dialect on
education

Benefit: Teachers increased their effectiveness
within the PTR with FoC

Sharing Concerns and Finding Solutions
Participants found that quality PTRs supported academic and behavioral goals when they
worked collaboratively in trusting relationships. Teachers and families openly asked questions,
shared concerns, and then worked on solutions together. Trusting family members provided
another perspective of the child that often gave insight to the teachers about how they could
support that child. Insights included the child’s strengths and struggles, interests, personality
traits, academic background, strategies that worked at home, and family background. Families
also shared concerns about math struggles, bullies, bus issues, students not wanting to come to
school, interactions with other staff, and friendships. Teachers also shared with families. They let
families know of academic progress and behavior concerns, asked families for strategies that
worked at home, and provided academic practice for at home support. With this collaborative
effort, teachers provided extra academic support and scaffolds which they reported built student
confidence and skills, intervened on issues with friends or other students, incorporated new
strategies for behavior, and used common language between home and school.
In addition to learning about the child and being able to respond, there was general
strength in the team approach of the PTR. These benefits included collaborative goal setting with
actions for home and school, and backing each other up when supporting the child with behavior
strategies. Teachers found they were able to motivate students to follow expectations when they
knew mom or other family member(s) were all on the same page and receiving updates about
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progress. Additionally, teachers could support and encourage parents when they felt discouraged
about student progress. In the words of one participant, “We’ve got this”.
Understanding Family Dynamics
Quality PTRs provided teachers with insight into family dynamics and awareness about
things that might impact the child’s school day. With that knowledge, teachers felt they had
better understand of the child and could respond accordingly. Such family dynamics included
family beliefs, family or child history, cultural norms, parent language barriers, parent schedules,
struggles the family was facing such as immigration or death, and expectations on the child such
as caring for younger siblings. With this information, teachers described having connected better
with students, adjusted curriculum and lessons, and were more sensitive and responsive. One
teacher reflected, how can I “hold the bar high, but make it fit you.” She found a balance
between teaching standards to mastery while knowing the child lacked time at home to practice
due to family responsibilities. Other responses were as simple as providing extra care and
attention. The participants in this study did not have to guess or make assumptions about what
was impacting the child’s school day. Rather, they had open pathways to learn from and ask
questions of the families.
Addressing Broader Family Needs
Quality PTRs also allowed teachers to learn about and address family needs. Some of
these needs were school related and others were not. One common school related barrier was
language. With a language barrier, it was harder for families to access information they needed
to support their child’s academic learning. Other families found it challenging to help their child
in math due to time or not understanding the curriculum. Another impactful school related
concern was the navigation of school systems. With a quality PTR in place, teachers and families
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openly discussed school systems such as English Language services, Special Education,
changing schools, and other opportunities such as summer school. Open conversations allowed
teachers to give clarity to the purpose and process of programs, which teachers perceived as
having the impact of breaking down perception barriers for some families. Other times teachers
reassured families that a program was a good fit for the child. Finally, teachers provided
logistical support by helping families find information and complete process steps.
The other area of addressing family’s needs went beyond school related concerns.
Teachers learned the needs of families and did their best to fill them. Such needs included
finding resources such as food, clothes, rental units, free dental work, and making sure families
were able to access those resources. Other times teachers provided resources such as food,
clothes, and even a mattress. Teachers helped families fill out paperwork for school transfers or
when there was a language barrier. One teacher witnessed another teacher help a parent with
asylum paperwork. Often teachers were the first and primary contact for parents that were new to
the area or even the county. Teachers listened to their stories and gave advice and encouragement
to them as people and as parents. One teacher commented that she often felt like a social worker.
Again, it is not my intent to convey, nor do I believe, that teachers must go to these measures to
establish a quality PTR. Yet, it is important for school leaders, and community leaders, to be
aware of the needs that teachers are addressing so they can take steps to fill those needs.
Deeper Cultural Awareness
With a foundation of intercultural competence and a belief that race and culture impact
education, teachers worked to remove racial and cultural barriers by setting up classroom
environments that supported students of color and by making connections with family members.
Through those relational connections with families, teachers deepened their cultural awareness
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and responded in ways that further supported student progress, which effectively created a cycle
of deeper understanding and more culturally relevant practices. With knowledge that teachers
learned from families they identified true barriers families were facing and created more
culturally relevant environments for students.
A quality PTR allowed teachers to know the family personally, and therefore be aware of
actual barriers the family faced and avoid making assumptions. To remove actual barriers,
teachers had to get to know the family and learn what barriers they were facing. For example,
teachers did not make assumptions that certain parents could not help students with their math
homework. But some family members did struggle to help. When they shared this, the teacher
helped remove that barrier by adding support for the child at school.
Teachers also learned specific cultural norms that, they felt, allowed them to be more
culturally supportive in the classroom. For example, two teachers learned that students' cultures
were louder and more active so they incorporated more time to move and use louder voice levels,
which gave them a break from following more quiet school norms that felt restrictive to the
students. Other cultural understandings teachers gained included the impact that dialect can have
on students as they learn and write, student heritage and how culture varies within groups based
on region or even at the family level, how to use books to accurately represent students race and
culture in the classroom, various ways students process information and the need for more time
or different methods to present information, the impact of American individualistic culture on
students from more collectivist cultures, the expectations that families have about the role of
teachers and parents when it comes to schooling, and discipline practices at home. With deeper
cultural awareness directly related to the families, teachers more accurately responded to
students, and increased their effectiveness within the PTR.
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In general, students benefit from collaborative partnerships between home and school.
White teachers in this study increased the access of those benefits for students of color when they
removed barriers and created quality partnerships with FoC. Two-way communication allowed
family members and teachers to support students by addressing struggles, sharing strategies, and
using common language. Open communication gave teachers understanding of family situations
that were impacting the student’s school day so they could respond effectively. Teachers also
addressed family needs as they navigated both school and non-school challenges, which created
more school access and relieved pressures on families, all which supported the student. Finally,
teachers were open to learning about family culture which deepened their cultural awareness and
allowed them to be more culturally relevant and accurate in the classroom. White teachers in this
study worked intentionally to establish and maintain quality PTRs with families of color which,
in turn, created benefits for students. Additionally, as presented in the next section, teachers
provided several insights and recommendations for school leaders, which could remove barriers
and support quality PTRs and FoC at the organizational level.
Teacher Recommendations for School Leaders
It has been demonstrated in this dissertation that White teachers have worked to remove
barriers for FoC and create high-quality PTRs. Their personal and professional experiences
contributed to intercultural competence which aided their ability to connect across race and
culture to create supportive environments for students of color. To answer the third research
question, participants provided insights into actions that school leaders can take to support the
removal of barriers for FoC and create pathways to high-quality PTRs. Embedded in these
recommendations are things they have seen work effectively within their schools, and their ideas
of what can still be done. I organized their recommendations into five categories of providing
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experiences to prepare teachers, cultural and language support for families, opportunities for
families, and other supports.
Table 5.
Teacher Recommendations for School Leaders
Teacher recommendations for school leaders to support PTRs with FoC
Provide training and experiences to prepare teachers:
Training and experience related to diversity or cultural competence
- Include anti bias training for teachers and administrators
- Opportunities for teachers to discuss race, culture and related experiences
- Utilize community or other cultural experts to share cultural norms and expectations
Training focused on communication and relationship skills
- Build confidence and break down fear in teachers
- Active listening, inquiry-based questioning, showing compassion and love
- How to lead a conversation and how to conduct a conference
Conflict Management
- How to de-escalate a conversation
- Listen and hear beyond anger
- Resist emotional response
- How to validate and shift to solutions
- (Teachers also recommend that school have procedures in place for conflict response
and that all staff are trained in the procedures)
Provide cultural and language support for families
Address language barriers*
- Translators for all school events
- Hold events in other languages
- Translate communications and important information into languages of families
- Hire multilingual staff
Address cultural barriers
- Requires a deep awareness of the school population and their cultures
- Embedded cultures of families in the overall school culture including in: seeking input
for events, food that is served, hold events to highlight culture, events at community
locations, recognize important dates in planning the school calendar
- Hire more teachers and staff of color
- Provide support for families that are newcomers to the country (or other region)
* Teachers described that it felt impossible to completely and consistently remove language
barriers but that supports should be in place to ensure all families feel connected
Create opportunities for families
Provide opportunities for families to connect with teachers and form PTRs
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Provide opportunities for families to connect with one another and create a collective group
Be cognizant of and avoid logistical barriers for families in accessing events
Gather and be responsive to family concerns, perspectives, ideas, and expertise
Provide technology support
Rethink parent organizations
Rethink conferences
Other supports
Make decisions with a lens of culture
School leaders share about their own self and culture
Keep smaller class sizes to allow for relationship building
Provide support staff such as social worker to support with student needs
Recognize racism and do not be racist

Provide Experiences to Prepare Teachers
White teacher participants felt their life experiences were highly influential in their
effectiveness in establishing PTRs with FoC. For many of them, those included experiences prior
to or outside of their path as an educator. However, each acknowledged their experiences within
education that were influential as well. In addition, a majority of participants expressed concerns
that some peers were unwilling or unequipped to engage in PTRs with FoC. Comments included,
“It was really disheartening to hear somebody say I don’t really want to or I’m not going to make
an effort to contact families.” Another participant explained that some teachers do not want to
reach out to families, some believe that families do not contribute, and sometimes there is a fear
of reaching out. A participant said, “I wish I knew how to make it so others saw the power and
the importance of this [relationship with families]. I think we’d get along a lot better as a society
too.” Another participant talked about the fear some teachers have of being verbally attacked, or
in his words, “taken down”. He acknowledged that it does sometimes happen, but that possibility
should not prevent teachers from reaching out to families. Another participant especially found
this fear, or intimidation, in newer teachers. One participant pondered more generally about how
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to teach adults to form relationships with families. Although the participants in this study were
highly proficient in quality PTRs with FoC, their concerns demonstrate that not all teachers are
prepared or willing. Therefore, teachers recommended the following:
One area of recommendation was diversity, or cultural competence training. Within this
recommendation, a teacher spoke specifically about the need for anti-bias training so both
teachers and administrators recognize their cultural and racial bias. A specific type of training
mentioned was Courageous Conversations (Singleton, 2015) or creating other opportunities for
teachers to safely and freely discuss race, culture, and related experiences. Multiple participants
recommended that school leaders arrange for community members or other cultural experts to
share cultural norms and expectations with teachers. This would increase cultural awareness and
knowledge about the families and students within that school community.
Another set of recommendations centered on communication and relationship skill
building. Teachers recommended training which allows teachers to confidently build quality
partnerships with families and break down barriers of fear. Skills taught would include active
listening, how to ask inquiry-based questions, and how to show compassion and love. This
would also include preparing teachers how to lead a conversation or conduct a conference with
families.
The third set of recommendations for teachers involved conflict management. Teachers
recommended that schools have procedures in place for conflict response and ensure all staff are
trained in and know the procedures. Skills in this area include how to de-escalate a conversation,
being able to listen and hear beyond the anger, resisting emotion, and how to validate the person
and shift the focus of the conversation to solutions.
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Cultural and Language Supports
As White teachers established quality PTRs with FoC, they heard about and saw barriers
that families were facing to the school system. Teachers also saw successful school efforts that
seemingly removed barriers for families or found ways around the barriers. From these
experiences, teachers had several recommendations for school leaders about what they can do to
remove cultural and language barriers for FoC.
Teachers provided several recommendations to remove language barriers for families.
These included providing translators for families. Represented schools provided translators for
families beyond conferences and IEP meetings. They also provided translators at school events,
who sometimes went on buses to pick up families and bring them to school. One school removed
the language barrier completely during a family event by holding it in another language. Another
language recommendation from teachers was to ensure communications and important
information is translated into the languages of the families. A further language recommendation
was to hire multilingual staff so families can call school and talk to someone in their own
language. One teacher talked about the difference it makes for families and how it allows them to
connect and develop a relationship. Although it was challenging to remove language barriers
completely and consistently from the PTR for all teachers and families, school leaders can put
support in place at the system level to ensure families are connected.
Another area of recommendations involved removing cultural barriers for families and
students by ensuring that they feel connected to and reflected in the school. As one participant
stated, this requires a deep awareness of the school population and their cultures. Teachers
suggested that cultural recognition be embedded into the climate and culture of the school rather
than something that is just focused on at a set time or month. Examples from their schools
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included gathering family input for events, serving families’ traditional foods, holding events
that celebrate and display culture, having events at community locations, and recognizing
important dates when planning the school calendar. Several teachers also spoke about the need to
hire more teachers and staff of color to be more reflective of the school community. Further
recommendations overlap with opportunities and will be presented in the next section.
A final area of cultural and language support from teachers are meant to benefit
newcomers to the area. One recommendation was to make schools a resource for general
information about living in the area. An example of this was to not leave the car running with the
garage door closed. To a person familiar with cold climates and garages, this seems common
knowledge. Families coming from warmer climates may not have experienced garages or cold
weather and therefore are not aware of the dangers. Another recommendation, based on what
was available and helpful in District E, was to provide free EL classes to families. School leaders
must also consider logistical barriers families might face such as work hours and transportation,
and attempt to remove such barriers so families can access resources if they choose.
Opportunities for Families
Similar to parent participants in Ratliffe and Ponte’s (2018) study, teachers expressed the
importance of a sense of community among families and with teachers. Embedded in the
recommendations are opportunities that create a collective group among the families, the third
element in Ishimaru’s (2019) conceptual framework. Recommendations included planning
events, gathering family input, supporting technology, rethinking parent teacher organizations,
rethinking conferences, and other supports.
All teachers spoke about events at their schools and expressed the value and fun they
bring to the school community. Recommendations include creating opportunities for families to
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connect with teachers and time to establish a quality PTR. Also recommended were events for
families to connect with one another, which increases a sense of community and a collective
group. School leaders should consider barriers that families might face to various events and how
they can remove those barriers. One way to remove barriers that participants discussed would be
to include multiple levels of entry for families such as virtual or in-person, as a participant or
observer, a variety of times. To remove other barriers, leaders could consider hosting dual
language events, offering different types of events, changing the location of an event,
transportation for families, having translators or multilingual staff available, and hosting events
that are reflective of the families’ cultures. One participant mentioned that having visuals
available removes many language barriers. She said, “Little things go a long way when helping
families come into school.” Teachers also recommended that when planning events school
leaders consider the added responsibility on the teachers. School leaders may include teachers in
deciding on events, find other staff to prepare for the event so teachers just show up, and find
ways to compensate teachers with money, time, remove another responsibility, or even with
food. “Food always helps.”
Another recommendation of teachers was to create opportunities for families to share
their concerns, perspectives, expertise, and ideas. They also discussed the importance of giving
families options when possible. One participant expressed the importance of responding to
families and of creating action items based on information that was gathered from families.
Teachers recommended that schools provide technology support for families. One
participant described an opportunity for families to come into school and get connected with the
school online platforms.
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Participants expressed that parent teacher organizations were not effective in creating a
school wide community and, if present in their schools, were not representative of the school
community. Therefore, teachers recommended that schools rethink parent teacher organizations
and their purpose. One participant said, “they need a reason for existing beyond fundraising” and
suggested that they create guiding questions to provide and communicate purpose. Organization
leaders should make sure that families know the meetings are a place where they can give
feedback, ask questions, and communicate with the principal. Participants also felt a parent
organization should be racially and culturally representative of the student body. Members in the
group should work to remove barriers and create access for all families.
Conferences are another platform that teachers recommended school leaders rethink and
modify. Changes include access issues and content issues. To create more access for families,
conferences should include daytime options and include a virtual option. Teachers also referred
to efforts at their schools such as providing translators, transportation, and conferences off the
school site such as home visits. With home visit options, school leaders should ensure support
for staff such as extra staff to go along and opportunities in meetings to coach and share about
home visits. To shift the focus of conferences, teachers recommend longer conferences that are
more relational in nature. Teachers felt that sharing of testing data, norms and percentiles are not
the right focus for conferences. Rather, conferences should be a conversation between the
teacher and family member about how the children are conducting themselves as learners and
how they are doing socially. One teacher acknowledged that some teachers may want a more
data driven conference, and that should be available for them if wanted. However, teachers felt
the effective conferences focused on conversation about the child.
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Other Supports
Other recommendations from teachers were:
● Make decisions with a lens of culture in all aspects of school.
● As school leaders, be willing to share about selves and own culture.
● Keep smaller class sizes to allow for relationships.
● Provide a school social worker and psychologist in general education to help with
social and emotional concerns to take the weight off teachers. Acknowledge that
teachers cannot be all things to all people.
● Do not be racist.
Based on successful efforts within their schools and what they’ve learned within quality
PTRs, participants gained valuable insight into what school leaders can do to support quality
PTRs with FoC. Recommendations included providing experiences for teachers that allow them
to gain skills necessary to establish and maintain quality PTRs with FoC. Recommended
experiences would provide cultural competence, communication and relationship building skills,
and conflict management skills. Other recommendations involved providing support to remove
cultural and language barriers for families and create pathways to the PTR. The final set of
recommendations centered around creating opportunities and events for families to connect and
establish relationships with teachers and other families. These opportunities include rethinking
parent organizations and conferences. In a final statement, one participant held back and said he
did not want to be flippant, but then made the recommendation, “Don’t be racist.” A valuable
recommendation. These recommendations are intended to remove barriers for FoC and create
pathways to a quality PTR and FSP to benefit student academic and social progress.
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Conclusion
Within this chapter, I presented the data gathered through interviews with seven White
teacher participants to answer three research questions. Foundational components that influenced
White teacher ability to establish and maintain quality PTRs with FoC included their personal
beliefs and traits, life and learning experiences, proficient skills in communication and conflict
management, and intercultural competence. When high-quality PTRs were in place, students
benefited as teachers learned from the families, found relevant solutions to concerns, created
more culturally relevant environments, and intervened on broader family needs. Finally, I
presented teacher recommendations for school leaders which included preparing teachers for
quality PTRs with FoC, removing cultural and language barriers for families, and creating
opportunities for families to build community. The next chapter summarizes findings and
presents recommendations for practice and further research.
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Chapter Five: Conclusion
Introduction
This dissertation research project used qualitative interviews to examine high quality
Parent Teacher Relationships (PTRs) between White teachers and families of color (FoC). Seven
teachers from racially and culturally diverse elementary schools discussed their influences,
practices, and recommendations to create and sustain PTRs that benefit students of color
academically and socially. My hope is that this study provides insights for school leaders as they
create practices and policies to remove barriers and create pathways for FoC to PTRs for the
purpose of benefiting students’ educational experiences.
The study was guided by the following purposes:
● To understand what influences White teachers’ abilities to establish and maintain
high-quality relationships with families of their students of color.
● To gain insight into how teachers use what they learn through relationships with
families of color to positively impact students’ academic and social progress in
school.
● To gather recommendations about what school leaders can do to support relationships
and partnerships between school staff and families of color.
This study creates a link between two highly studied topics of family engagement and equitable
practices for students of color. While family engagement, most recently Family School
Partnerships (FSP), and equitable practices have received attention in research and policy, yet
less attention has been paid to how teachers effectively create and navigate relationships with
families of color. Studies cited in this project highlight the barriers that families of color face to
the FSP, how schools can overcome those barriers, and general PTRs. In this study, I presented
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teachers as a key component to removing or creating barriers for FoC to the FSP based on their
ability to establish and maintain quality PTRs. Further, I positioned teachers as a direct link
between family cultural knowledge and equitable practices in the classroom, which can directly
benefit students of color. As learned through the experiences of these seven teachers, school
leaders can focus support and professional development to create greater access for families of
color to relationships with school staff and other families. Based on the evidence gathered and
analyzed in Chapter 4, I present the following arguments:
1) High-quality PTRs between teachers and FoC, take place when teachers have
had opportunities to engage in diverse interactive experiences which foster
intercultural competence, engage in relational communication practices, and
utilize effective conflict management skills.
2) Students of color benefit from high-quality PTRs when White teachers learn
from families and create more responsive experiences for students. This happens
when teachers and family members engage in relational and reciprocal
partnerships to share concerns and find solutions. Teachers learn about individual
family dynamics and culture, can address broader family needs, and increase their
cultural awareness.
3) School and district leaders can support high-quality PTRs when they take
actions to prepare teachers for intercultural PTRs, and when they address barriers
for FoC and create pathways to high-quality PTRs and FSPs.
In this chapter, I provide a summary of my research findings, and present implications and
recommendations for practice, policy, and scholarship which support these arguments.
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Summary of the Current Study
As demonstrated throughout this study, teachers are a key component in establishing
partnerships between home and school. Within their interviews, seven White teachers from
diverse elementary schools revealed influential experiences and skills which contributed to
partnerships with FoC that they used to improve educational experiences for students. Through
analysis, it was evident that as teachers engaged in partnerships with families, they interrupted
common racial and cultural barriers and created pathways to collaboration. I organized the data
based on three research questions and into the overarching themes of foundational components
of a quality PTR with FoC, benefits of the PTR for students of color, and teacher
recommendations for school leaders. Throughout the three sections of analysis, there is evidence
that the teachers in this study encompass all three of Ishimaru’s (2019) elements for equitable
collaboration of collective, relational and reciprocal strategies. This alignment is highlighted
throughout this dissertation and is represented in Table 6, Evidence of Ishimaru’s Elements for
Equitable Collaboration.
Table 6.
Evidence of Ishimaru’s Elements for Equitable Collaboration
Ishimaru’s
(2019)
Elements

Teacher/School evidence as related to Ishimaru’s (2019) elements

Collective

Participant’s schools/district provided opportunities for families to connect
with one another by hosting:
● social events
● community conversation about specific topics
● a panel of community members as cultural representatives
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Relational

Teachers created relational partnerships with family members as they:
● Used relational communication strategies including positive and
proactive communication, listening, open dialogue on both sides, open
to other perspectives, taking time to get to know families
● Were skilled in conflict management which preserved relationships
● Demonstrated respect and responsiveness to race and culture
● Believed in the value of relationships with family members
● Expressed positive views of families of color
● Valued family cultural knowledge and were respectful of norms
● Responded to family member needs and concerns

Reciprocal

Teachers established reciprocal collaborations as they:
● Generated two-way communication
● Collaboratively shared information and found solutions
● Used family and cultural knowledge to create more culturally relevant
environments and use culturally appropriate strategies with students
● Used family knowledge to provide academic scaffolds, adjust lessons
or curriculum, intervene on social concerns, connect better with
students, provide emotional support, implement new strategies, and
create alignment between home and school
District E demonstrated reciprocal collaboration as they
● Solicited family input about policy and practice
● Hosted community conversations

The first purpose of the study was to understand what influences White teachers’ ability
to establish and maintain quality PTRs with FoC. Through analysis of teachers’ interviews, it
was evident that influences included their beliefs and traits, experiences, effective
communication, conflict management skills, and intercultural competence. Communication and
conflict management skills are necessary for any PTR (Leenders et al., 2019), and effectively
interrupt some barriers for FoC. Similar to previous studies, participants generated two-way
communication that built trust and established quality relationships (Leenders et al., 2019; Mapp
& Kuttner, 2013; Nzinga-Johnson et al., 2009) within their PTRs. Organized into sub-themes,
participants' effective communication practices included initiating positive communication,
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listening skills, using a relational approach, speaking freely and logistics practices. Through their
two-way relational approach to communication, teachers interrupted directionality and power
dynamic barriers by replacing them with reciprocal and relational strategies (Ishimaru, 2019).
Further, listening to understand contributed to accurate perceptions which interrupted perception
and bias barriers (Ratliffe & Ponte, 2018). Teachers also demonstrated conflict management
skills described in sub-themes of general strategies, approaches to difficult conversations, and
responses to confrontation. Throughout conflict management strategies, teachers used a
relational approach, demonstrated care of the student, and maintained the importance of
partnership with the families. With trusting PTRs in place and a focus on goals for the child,
participants effectively preserved relationships throughout conflict (Frolova et al., 2019; Mapp,
2003). The other demonstrated components of high-quality PTRs directly impacted FoC and
included beliefs and traits, experiences, and cultural awareness.
Participants demonstrated beliefs about families of color that were foundational in their
ability to establish high-quality PTRs. Teachers believed it was their role to take initiative and
connect with families, families contribute a wealth of knowledge, families care about and are
dedicated to their child’s education, and it is important to get to know each unique family. By
acting on these positive beliefs about families, teachers interrupted common barriers that result
from deficit views of families and barriers that are created through a unidirectional approach
(Arch, 2019; Ishimaru, 2019). Participants also revealed many contributing character traits
including willingness, listening, humility, empathy, and confidence. Additionally, several
teachers took on responsibilities beyond those of a teacher, which will be further discussed in
recommendations.
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Overwhelmingly, participants felt their diverse experiences impacted positive
relationships with FoC. Experiences varied by participant, but each had real life experiences and
learning opportunities that focused on equity for students and gaining skills related to
intercultural competence. Although participants did not have explicit training in fostering
effective partnerships with families, it appears that learning opportunities that focused on racial
equity transferred to their interactions with FoC. The most impactful learning opportunities were
those that were ongoing, job embedded or had an element of coaching (Trumbull et al., 2020),
and offered opportunities for teachers to reflect on culture, perspectives, and bias (Ratliffe &
Ponte, 2018). Although school leaders cannot direct all life experiences, they can provide
opportunities for teachers to engage in diverse interactive experiences and prepare them for
relational partnerships with families.
When teachers reflected on beliefs, values, and culture, they gained deeper cultural
awareness and understanding of the impact of race and culture in education (Joshi et al., 2005;
Trumbull et al., 2020), which positively influenced PTRs. Teachers valued family cultural
knowledge and were conscientious of differing cultural norms between home and school. They
were thoughtful about and respectful of norms when creating solutions and communicating with
families, and remained open to perspectives outside their own. Additionally, White teachers
established culturally relevant practices in the classroom, which were recognized by families and
increased their ability to connect with FoC.
The second purpose of this study was to reveal how White teachers use what they learn
through relationships with families of color to benefit students and improve educational
experiences. It was discovered that, as teachers addressed racial and cultural barriers and
engaged in PTRs, they realized and addressed social and academic barriers for students of color.
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Benefits were organized into four categories. First, students benefited from relational and
reciprocal communication in the PTR as teachers and families shared information about the
student and found solutions. Both teachers and families shared insights and concerns,
collaboratively found and implemented solutions, and backed one another up. Based on
knowledge from families, teachers provided academic scaffolds, intervened on social concerns,
implemented new strategies, and created alignment between home and school. Second, through a
high-quality PTR, students benefited as teachers gained insight to family dynamics and
responded accordingly in the classroom. They connected better with students, adjusted
curriculum or lessons, and provided emotional support. Third, teachers learned about and
addressed family needs. School related family needs included language barriers, curriculum or
academic support barriers, navigation of school systems, and technology platforms. Teachers
also supported non-school related family needs by helping families find and access resources,
providing resources, completing paperwork, or providing a listening ear along with advice and
encouragement. Although students benefit when the needs of the family are met, I do not assert
here that it should be the responsibility of the teachers to meet such needs. Rather, as presented
below in recommendations, school, district, and community leaders can collaboratively work to
meet family needs that are discovered by teachers. Additionally, I do not assert that teachers
must meet such needs to establish a high-quality PTR. Finally, students of color benefited from
high quality PTRs as teachers gained deeper cultural awareness directly related to the family.
Teachers avoided making assumptions and addressed actual barriers, learned families' cultural
norms and other family dynamics, and adjusted practices for students and their classroom.
The final purpose of this study was to gather teacher recommendations for school leaders
that support a foundation for the development of quality PTRs between White teachers and FoC.
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I grouped recommendations into four categories. The first category was to provide experiences
for teachers that increase their intercultural competency, communication and relational skills,
and conflict management skills. The second category of recommendations, cultural and language
supports, focused on removing cultural and language barriers for FoC at the systemic level. The
third area of recommendations was to provide opportunities for families that included time to
connect with teachers and with other families, platforms to share and provide input, and learn
about technology platforms. Teachers also urged school leaders to rethink parent organization
and conferences to support greater opportunities for families. Finally, teachers recommended
using a cultural lens in decision making, that school leaders be open about themselves and their
culture, smaller class sizes, and increase school social workers and psychologists. A final
recommendation which could be implied, do not be racist.
Implications and Recommendations for Practice
Although this study extends findings prior to the global pandemic, the results and
recommendations are increasingly urgent as school staff work to establish and rebuild
partnerships with families and engagement practices that were broken or strained due to covid
related restrictions. This section presents recommendations for school leaders for actions that
work to remove barriers and build a foundation for quality PTRs between White teachers and
FoC. As demonstrated through teachers’ actions and explicit recommendations, strategies that
were collective, relational and/or reciprocal (Ishimaru, 2019) in nature interrupted barriers for
FoC and created pathways to high quality PTRs that benefited students of color. One or more of
these elements exists within each recommendation and can be seen in Table 7.
Recommendations include equip teachers for relational and reciprocal PTRs with FoC, build
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collective, relational and reciprocal FSPs, hire relevant staff, and increase community
collaboration to fill family needs.
Table 7.
Implications and recommendations for practice
Implications and recommendations for practice
School leaders to equip teachers for relational and reciprocal PTRs with FoC:
● School and district leaders provide experiences which prepare teachers to establish and
maintain relational and reciprocal PTRs with FoC. Such experiences include
communication skills, conflict management skills, relationship building, and intercultural
competence.
● Implement processes that support teachers and staff as they encounter conflicts they
cannot resolve.
Schools and districts to build collective, relational and reciprocal FSPs: Teachers relied on
the practices of the school and district to more effectively maintain high-quality PTRs.
● Take steps to identify racial, cultural, and logistical barriers that families face, and take
steps to remove them.
● Provide opportunities for families to come together as a collective group.
● Provide opportunities for families to create relationships with staff.
● Rethink parent the purpose and format of parent organizations
● Solicit and act on input from families
Hire relevant staff
● Hire teachers and staff of color
● Hire multilingual staff
● Hire relevant staff to remove tasks from teachers so they can focus on building
relationships with families. For example, social workers, psychologist, counselors, onsite
translators, family or cultural liaisons
Increase community collaboration to fill needs
● Rely on community collaboration to share knowledge about community and culture
● Create collaborations with community organizations to meet the broader needs of
families that are discover with the PTR
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Equip Teachers for Relational and Reciprocal PTRs with FoC
When White teachers in this study were skilled and experienced, they interrupted racial
and cultural barriers for FoC and created pathways to PTRs that positively impacted educational
experiences for their students of color. However, participants also shared stories about teachers
that were not equipped for relationships with FoC. They believed such teachers lacked
comfortability interacting outside their own race, and/or lacked effective communication and
conflict management skills. Intercultural competence, communication skills, conflict
management, and relationships with families can be topics introduced within pre-service
teaching programs. However, can continue during in-service to ensure relevance to the school
community (Lasater, 2016). Aligned with teacher recommendations and as demonstrated by the
research in this dissertation, I argue for school and district level leaders to provide experiences
for White teachers that equip them for relational and reciprocal PTRs with the FoC within their
school community. Such experiences should focus on communication skills, conflict
management skills, relationships building, and intercultural competence skills. Additionally,
based on the amount of time the teachers in this study spent building collaborative relationships
with family members, I assert that school leaders must provide time for relational conversations
to take place between teachers and families. One way to provide such time is to rethink
conferences and prepare teachers for relational and reciprocal discussions versus data sharing.
Finally, school leaders must have processes in place to support teachers and other staff as they
navigate conflict and encounter extreme situations they cannot resolve.
Build Collective, Relational and Reciprocal FSPs
It is important that school leaders intentionally identify racial, cultural and logistical
barriers that families face and take actions to remove these barriers. Although this dissertation
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presents teachers and the PTR as a key component of the Family School Partnership (FSP),
teachers relied on the practices of the school and district systems to more effectively maintain
high-quality PTRs. The participants within this study discussed local practices in their school or
district that supported family engagement and interrupted racial and cultural barriers for FoC.
Strategies included providing opportunities for families to connect and collaborate with one
another, opportunities to create relationships with staff, and soliciting and acting on input from
families. As displayed by District E, I argue for school and district leaders to take actions that
support relationships between teachers and families by creating a climate and practices which
support development of collective, relational and reciprocal (Ishimaru, 2019) partnerships with
families. The following recommendations are again aligned with teacher recommendations
outlined in Chapter Four and reflect Ishimaru’s conceptual framework (2019). To create a
collective group, I assert that school leaders work to create opportunities for families to come
together as a collective group, examples of how to do this include by hosting family events and
community conversation about relevant topics. School leaders can foster a reciprocal
environment by rethinking the purpose and format of parent organization and soliciting family
knowledge to inform policies and practices. Finally, as school leaders use relational approaches
to collaborate with families, staff, and community members for the purpose of enhancing
learning experiences and relevance for all students they can interrupt power dynamics. Through
collective, reciprocal, and relational strategies, school leaders can identify specific cultural and
language barriers among their students’ families and work to remove those barriers. Further, as
school leaders learn about families through these strategies, they can create an environment that
is more culturally reflective of the population.
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Hire Relevant Staff
This study focuses on effective PTRs between White teachers and families of color. The
recommendation to hire more staff of color supersedes other recommendations. However, as the
racial disparity between public school teachers and their students persist, the recommendations
throughout this study remain relevant. When school leaders hire staff with racial and cultural
concordance with the students, they remove the need for many students of color and their
families to navigate racial and cultural differences before fully accessing the educational system
(Emdin, 2016). This includes hiring more leaders and teachers of color as well as multilingual
staff and teachers. Additionally, school leaders should consider other staff that can fill family
needs beyond educational experiences and take that pressure off the teachers. Teachers can then
focus on relational conversations that directly support student learning. Such staff could include
social workers, psychologists, counselors, onsite translators, or family and cultural liaisons.
Increase Community Collaboration to Fill Needs
School leaders can increase opportunities for relational and reciprocal partnerships and
remove barriers for families through collaboration with the greater community. An example in
District A was the panel of community members that shared cultural norms that often create
barriers within the educational system for students and families of color. In addition to
community collaboration to gather knowledge and input, I recommend that school leaders create
collaborations within community organizations to meet the broader needs of families that are
discovered within PTRs. Such needs include finding resources of food, clothing, medical care,
housing, local knowledge, and language support.
In addition to the recommendations stated here, I urge readers to carefully review and
consider the teacher recommendations presented in Chapter Four for greater detail and specifics.
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Implications and Recommendations for Policy
Protections for Teachers
Teachers within this study rarely encountered conflict which they could not navigate.
However, as one teacher experienced, there are instances where even skilled teachers, in
collaboration with administrators, cannot come to a resolution and encounter escalated family
members. Additionally, several teachers described encounters with angry family members in
which they patiently listened and allowed venting. It is my recommendation that district leaders
establish procedures which support teachers during such situations. Although teachers in this
study skillfully navigated and deescalated escalated encounters with families, it should not be
their responsibility. Just as with teachers, families should be aware of and held to expectations to
respectfully communicate and engage with teachers. Teachers should not be subjected to insults,
accusations, threats or general rudeness.
Necessary Training and Skills Reflected in Policy
Policies and studies presented in this manuscript assert the value of partnerships between
families and schools. Additionally, this study presented teachers as a key component to removing
or creating barriers to those partnerships, particularly with FoC. Therefore, I echo previous
researchers that call for coursework and professional development that provide teachers with
relevant skills such as relationship building, communication skills, conflict management skills
(Epstein, 2018; Lasater, 2016), and cultural competence (Joshi et al., 2005; Sanders-Smith et al.,
2019); Trumbull et al., 2020).
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Implications and Recommendations for Scholarship
This study focused on how teachers and school staff can remove barriers for families of
color and engage in high quality PTRs that benefit educational experiences for students of color.
The analysis of the participants' interviews led to valuable insights and recommendations to
increase potential for high quality PTRs and the greater FSPs. However, additional research is
needed to support White teachers within PTRs and to remove barriers for FoC.
Although it was the initial intention of this study, further research is needed to gather
family members’ perspectives of their experiences within high quality PTRs. Additional insight
could be gained by exploring family members' experiences with teachers that were not relational
or reciprocal, or in which conflict was not resolved. Further research to analyze situations of
conflict within low quality PTRs could also offer valuable insights, but could be difficult to
obtain. Further, additional research can be conducted to provide insight about PTRs between
teachers of color and families of color.
Teachers in this study navigated conflict successfully. However, further research is
needed to understand how administrators successfully support teachers and staff through conflict
such as the administrator did in this study. This could include how administrators prepare and
coach teachers to approach tough topics and respond to confrontation. Other insights to explore
include when do administrators step in for teachers, what strategies do they rely on to navigate
larger conflict, and at what point do they implement restrictions on contact. A final exploration
could include current policies and practices around conflict management, if they exist.
Within this study, teachers cited language barriers for families as difficult to completely
and consistently remove. Teachers and school leaders attempted to remove barriers through the
use of language lines, interpreters, communications in multiple languages, and technology with
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built in translation such as email and apps. Despite efforts, removing language barriers and
establishing relationships with them in place remained challenging. Further research can be done
to determine how to establish high quality PTRs for families with language barriers and what
school leaders can do to include non-English speaking families in collective, reciprocal and
relational partnerships.
Finally, this study uncovered many ways in which teachers perform tasks and meet
family’s needs that are beyond the responsibilities and contracts of teachers. Further research is
needed to reveal the commonality of this trait and how school leaders and communities can
collaborate to take the role of filling these needs.
Closing Thoughts
This study reveals how White teachers can effectively interrupt racial and cultural
barriers and establish high-quality PTRs with FoC that benefit educational experiences for their
students. As schools attempt to restore relationships between home and school following
separation that resulted from the global pandemic, the insights of this study are increasingly
urgent. Further, amidst racial and political tensions, the need to remove barriers and create
partnerships is increasingly critical yet evermore challenging. School leaders can help foster the
development of high-quality PTRs with FoC by providing interactive and reflective experiences
for teachers that build communication skills, conflict management skills, and intercultural
competence. As teachers engage in such experiences and reflect on the impact of race and culture
in education, it is my hope that they are more equipped to relationally connect with families and
maintain high-quality PTRs through conflict. Further, my hope is that they are equipped to use
the PTR to respond to student needs and create culturally relevant experiences in the classroom.
The PTR is one key component that can influence the greater Family School Partnership (FSP).
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To support FSPs, school leaders can work to remove racial and cultural barriers for FoC and
create stronger school communities by providing platforms for families to connect and
collaborate, by soliciting family and cultural knowledge to inform policies and practices, and by
creating opportunities for relational interactions with staff, other families and the community. As
our Nation struggles to connect across racial and cultural barriers, schools have the responsibility
to provide equitable education to all students which can only be achieved by understanding race
and culture and the impact they have on education. Through these recommendations, I believe
school systems, teachers, and school leaders can be a catalyst for overcoming racial and cultural
barriers, not only within the school setting but within the greater community and society.
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Appendix C: Example of Study Consent Form
Study Consent Form
To my participants: I am asking you to participate in a research study titled “High Quality Parent
Teacher Relationships: Collaboration that Creates Culturally Relevant Experiences for Students
of Color.” Based on recommendations, you meet the qualifications of this study and can
contribute to the goals by sharing your experiences. I will describe this study to you and am
available to answer any questions you may have. This study is being led by Kelly Kudla,
Doctoral Candidate at Concordia University. The Faculty Advisor for this study is Dr. John
Braun, Education Department at Concordia University.
What the study is about
The purpose of this study is to understand the experiences of white teachers and the family
members of students of color within a high-quality parent teacher relationship, and to reveal
what influences teacher ability to establish and maintain those relationships, learn how teachers
utilize those relationships to positively impact student progress in school, and highlight
recommended strategies for school staff to more effectively establish high-quality partnerships
with families of color.
What I will ask you to do
I will ask you to have a conversation with me to share about your relationships with family
members of your students of color. We will discuss what contributes to your ability to establish
these relationships, what you have learned through these relationships, and how you incorporate
family knowledge to create culturally relevant experiences for students. I expect the interview to
be completed within an hour, however, that time can be extended to allow you more time to
reflect and respond.
Risks and discomforts
I do not anticipate any risks from participating in this research.
Benefits
Participation may benefit you as it will allow for deeper reflection on your experiences with
families of color and how you use those experiences to create culturally relevant academic and
social opportunities for your students.
Overall benefits of this study will provide insight for school districts to be able to focus
professional development efforts around family engagement, reveal how teachers can utilize the
parent teacher relationships to create culturally relevant experiences for students of color, and
highlight recommendations of how school staff can more effectively engage families of color in
a collective, relational, and reciprocal partnership.
Compensation for participation
Participants will not receive compensation for participation.
Audio/Video Recording
Audio recording devices will be used to aid in transcription of the interviews, additionally, the
interviews will be conducted using Zoom as we are experiencing a worldwide pandemic and the
health and safety of the participants is important. After transcriptions are attained, recordings
will be archived.
Please sign below if you are willing to have this interview recorded (audio and video). You may
still participate in this study if you are not willing to have the interview recorded.
o I do not want to have this interview recorded:
o I am willing to have this interview recorded:
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Signed:
Date:
Privacy/Confidentiality/Data Security
Participant’s privacy and/or confidentiality.
- De-identification of data
- Physical security of data/research files under secure electronic protection with limited access
kept for the primary investigator and faculty chair member.
Please note that email communication is neither private nor secure. Though I am taking
precautions to protect your privacy, you should be aware that information sent through
email could be read by a third party.
Data may exist on backups and server logs beyond the timeframe of this research project.
Taking part is voluntary
Participant involvement is voluntary, the participant may refuse to participate before the study
begins, discontinue at any time, or skip any questions/procedures that may make him/her feel
uncomfortable, with no penalty to him/her, and no effect on their academic standing, record, or
relationship with the university or other organization or service that may be involved with the
research.
Participants can choose not to participate if they are uncomfortable with these conditions.
Follow up studies
I may contact you again to request your participation in a follow up study. As always, your
participation will be voluntary and we will ask for your explicit consent to participate in any of
the follow up studies.
May I contact you again to request your participation in a follow up study? Yes/No
If you have questions
The main researcher conducting this study is Kelly Kudla, a Doctoral Candidate at Concordia
University. Please ask any questions you have now. If you have questions later, you may contact
her at kudlak@csp.edu. If you have any questions or concerns regarding your rights as a subject
in this study, you may contact the Institutional Review Board (IRB) for Human Participants at
607-255-5138 or access their website at https://concordia.csp.edu/irbpublic/.
Statement of Consent
I have read the above information and have received answers to any questions I asked. I consent
to take part in the study.
Your Signature Date
Your Name (printed)
Signature of person obtaining consent Date
Printed name of person obtaining consent
This consent form will be kept by the researcher for five years beyond the end of the study.
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Appendix D: Focused Coding Guide
FOCUSED CODING GUIDE
Research concern, theoretical framework, central research questions, goals of study, other major
issues (Auerback & Silverstein, 2003, p. 44 as cited by Saldaña, 2021)
CONCERN:
When families of color face racial and cultural barriers to the school system and staff, students of
color do not receive the benefits of the Family School Partnership
RESEARCH QUESTIONS:
● Within an equity focused school district, what training or experiences do elementary
school teachers perceive as increasing their effectiveness in establishing collaborative
PTRs with families of color?
● As reported by teachers and families of color, how have teachers used what they learn
within the PTR to transform their practices and create culturally relevant experiences for
students of color?
● Within elementary schools that have equity goals, what recommendations do families of
color and teachers have for increasing the capacity of the PTR to positively impact
educational practices?
GOALS OF RESEARCH:
● With understanding around what influences teacher ability to establish and maintain a
quality PTR with FoC, schools may effectively focus professional development efforts;
● With greater insight into how teachers use what they learn through PTRs with FoC to
positively impact student academic and social progress in school, these practices can be
transferred to other settings.
● Hear how families of color experience quality relationships within equity focused schools
so these efforts can be extended or transferred;
● Gain recommendations of what schools can do to more effectively engage families of
color and create collective, relational, and reciprocal (Ishimaru et al., 2016) PTRs and
FSPs.
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KEY CONCEPTS: Deductive codes highlighted
Ishimaru’s approaches for equitable collaboration (2016)
Collective
Relational
Reciprocal
Mapp
Relational aspects: welcoming, joining, connecting
Barriers
Perception and bias
Role perception
Implicit/perceived bias
Efficacy of families

uninvolved and uncaring (Arce, 2019).
apathy, previous negative experiences, lack of education, not valuing
education, or feelings of being intimidated by school staff (Baker et al,
2016)

Capacity of families

logistical reasons such as time, interest, money, energy (Kim, 2009),
transportation, language, and communication (Baker et al., 2016)
Social and Cultural Capital
Acculturation
Ethnic concordance
Classroom impacts
Value systems at odds
Outward vs inward displays of culture
Deficit Focused efforts

Removing Barriers: school wide systems
Deconstruct the barriers
Examine perception and bias
Recognize ineffective reform efforts
Create effective FSP with FoC
Frameworks for systemic change
PBIS based efforts
The Dual capacity building framework
Equitable school community collaborations
Parent Teacher Relationships
Conflict management in the PTR
Sources of conflict
Impacts of conflict
Teacher responses to conflict
Communication practices within the PTR
Trust and communication
Two way communication
Racial and cultural awareness
Teacher preparation
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Appendix E: Questions to Consider/Memo Topics and Prompts
QUESTIONS TO CONSIDER AS YOU CODE
Taken directly from Saldaña (2021)
What are people doing? What are they trying to accomplish?
How, exactly, do they do this? What specific means and/or strategies do they use?
How do members talk about, characterize, and understand what is going on?
What assumptions are they making?
What do I see going on here?
What did I learn from these notes? Why did I include them?
How is what is going on here similar to, or different from, other incidents or events
recorded elsewhere in the fieldnotes?
What is the broader import or significance of this incident or event? What is it a case of?
What strikes you?
What surprised you? (to track your assumptions)
What intrigued me? (to track your positionality)
What disturbed me? (to track the tensions within your value, attitude, and belief systems)
MEMO TOPICS AND PROMPTS
Taken directly from Saldaña (2021)
A descriptive summary of the data
How you personally relate to the participants and/or the phenomenon
The participants’ actions, reactions, and interactions
The participants’ routines, rituals, rules, roles, and relationships
What you find intriguing, surprising, or disturbing
Your code choices and their operational definitions
Emergent patterns, categories, themes, concepts, assertions, and propositions
The possible networks and processes (links, connections, overlaps, flows) among the
Codes, patterns, categories, themes, concepts, assertions, and propositions
An emergent or related existent theory
And problems with the study
Future directions for they study
A synthesis of the analytics memos generated thus far (metamemos)
Tentative answers to your study’s research questions
Passage drafts for the final report of the study.
** a memo prompted by your unique conceptual framework, a paradigmatic concerns, or an
abstract concept suggested by the study

